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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 objecEves and together these underpin the research design and data 
collecEon instruments developed to invesEgate the evolving professional lives of teachers in 
Ireland in the primary, post-primary and further educaEon and training (FET) sectors. The 
study explores how newly qualified teachers navigate their first decade in the profession, with 
aLenEon to beliefs, competencies, school and classroom environments, system influences, 
and broader career trajectories. Informed by cogniEve and sociocultural perspecEves on 
learning and development, and conceptualising teaching as a socially situated pracEce, the 
TPJ study employs an accelerated longitudinal design, integraEng validated internaEonal 
scales, as well as custom instruments, to support analysis over Eme and across cohorts. Jointly 
funded by the Teaching Council and the Department of EducaEon and Youth, this accelerated 
longitudinal mixed-methods study examines the key personal, educaEonal, professional, and 
systemic influences shaping teachers' early careers and pracEce over their first nine years. It 
tracks three disEnct cohorts of graduates (2019, 2022, and 2026), providing insights into the 
impact of policy developments and the evolving 'architecture of the conEnuum' in teacher 
educaEon. This report details the raEonale behind the selecEon of survey instruments, 
interview protocols, and focus group approaches, as well as the ethical and methodological 
consideraEons informing the study. Teachers’ professional journeys are inevitably and 
consequenEally shaped by a wide range of policies vis-à-vis curriculum and assessment, 
special educaEon needs, educaEonal disadvantage, Irish language and teacher educaEon, 
among others. Importantly, for example, while the study is informed by conEnuum of teacher 
educaEon naEonal policy and its consEtuent frameworks, i.e.  Céim, Droichead, and Cosán, 
the TPJ study is not an evaluaEon of policy implementaEon 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 and school culture along with the changing dynamics of current 
and future educaEon. Emphasis is placed on coherence across data sources, aLenEon to 
inclusivity, and strategies to ensure quality, trustworthiness, and relevance. The TPJ 
conceptual framework in this report, informed by the aim and research objecEves of TPJ, 
provides the foundaEon for data collecEon, analysis, and engagement in subsequent phases. 
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Execu9ve Summary 
 

Background and purpose of TPJ Report 2: 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 objecEves and 
together these underpin the research design and data collecEon instruments developed to 
invesEgate the evolving professional lives of teachers in Ireland in the primary, post-primary 
and further educaEon and training (FET) sectors. The Teachers’ Professional Journeys (TPJ): 
The First Decade longitudinal study (2024-30) is a crucial iniEaEve aimed at understanding the 
professional trajectories of beginning teachers in Ireland. Jointly funded by the Teaching 
Council and the Department of EducaEon and Youth, this accelerated longitudinal mixed-
methods study examines the key personal, educaEonal, professional, and systemic influences 
shaping teachers' early careers and pracEce over their first nine years. It tracks three disEnct 
cohorts of graduates (2019, 2022, and 2026), providing insights into the impact of policy 
developments and the evolving 'architecture of the conEnuum' in teacher educaEon. 

PerspecLves on learning and development: Underpinned by cogniEve and sociocultural 
perspecEves, the TPJ study conceptualises teaching as a dynamic social pracEce influenced by 
broader societal and educaEonal environments. To counteract bias and ensure rigour, the 
design incorporates methodological triangulaEon, uses validated survey instruments (e.g., 
from TALIS) for reliability and longitudinal analysis, and employs pracEces like member 
checking for qualitaEve data. ProacEve recruitment strategies and adherence to strict data 
protecEon (GDPR) and ethical approval processes further safeguard data integrity and 
parEcipant privacy. This rigorous approach is designed to generate a strong and nuanced 
evidence base to inform future policy and pracEce in teacher educaEon and development. 

Conceptual framework: The conceptual framework for the Teachers’ Professional Journeys 
(TPJ): The First Decade longitudinal study is grounded in an extensive review of the research 
literature (see TPJ Research Report 1, Conway et al., 2024) and informed by exisEng 
conceptual models in the field (Akiba et al., 2023; Guarino, 2006; Ludlow et al., 2017; Nguyen 
et al., 2021; OECD, 2009). Drawing on a broad range of studies related to teacher learning and 
development, career trajectories and professional development experiences, the framework 
seeks to capture the dynamic and evolving nature of teachers’ professional experiences in 
their first decade of their professional journeys. 

The TPJ study acknowledges Céim: Standards for IniEal Teacher EducaEon (Teaching Council, 
2020) as a key naEonal policy development. However, TPJ is not an evaluaEon of Céim’s 
implementaEon and therefore does not embed its core elements directly within the 
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conceptual framework. Relevant aspects of Céim may be addressed in focus groups and one-
to-one interviews where appropriate. 

By integraEng insights from prior frameworks, this study aims to provide a comprehensive 
understanding of the factors that shape teachers' professional lives, including personal, 
organisaEonal, and societal influences. 
 
Design: In adopEng an accelerated longitudinal design, TPJ is taking three single cohorts with 
each one represenEng a different year of graduaEon from iniEal teacher educaEon, i.e. 2019, 
2022 and 2026. This accelerated longitudinal design contrasts with, for example, a single 
cohort longitudinal design which takes a group of individuals at the same iniEal age or year of 
graduaEon and follows them over Eme. The study employs a comprehensive mixed-methods 
design to ensure robust and nuanced findings. It combines large-scale quanEtaEve surveys, 
administered to the full cohort (approximately 3,000+ teachers per wave) to miEgate sampling 
bias and disentangle contextual influences, with rich qualitaEve data from interviews 
(individual and focus groups) and Experience Sampling Methodology (ESM). QualitaEve 
interviews provide in-depth insights into complex issues like career decision-making, while 
ESM captures real-Eme, in-situ experiences to reduce retrospecEve bias and enhance 
ecological validity. 
 

Advisory Panels: Four advisory panels inform the implementaEon of the TPJ study comprising 
the: 

• Teacher Advisory Panel 
• Stakeholder Advisory Panel 
• Internal Advisory Panel 
• InternaEonal Advisory Panel.  

The Teacher Advisory Panel comprises teachers in their first decade ajer ITE spanning 
primary, post-primary and further educaEon and training.  

The Stakeholder Advisory Panel comprises a broad range of stakeholders spanning teacher 
unions, management bodies, government agencies and teacher educators. TPJ is also 
engaging with each sector vis-à-vis any representaEve group. For example, in October 2024 
TPJ was invited to and presented on the study to the Primary EducaEon Forum (PEF). In 
relaEon to the FET sector, TPJ is engaging with the Further EducaEon Forum, i.e. teacher 
educators involved in FET.  

Crucially, both the Teacher Advisory Panel and Stakeholder Advisory panel are advising the 
study on parEcipant recruitment and retenEon.  

The Internal Advisory Panel comprises an internal advisory group from MIC, ESRI and UL and 
provides an opportunity for consultaEon and advice on the development of the study.  
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The InternaEonal Advisory Panel comprises an internaEonal scienEfic advisory group 
providing consultaEon and advice on the strategic development of the study.   
 

Timeline for data collecLon: Date collecEon will target all teachers/ITE programme graduates 
from the 2019, 2022 and 2026 cohorts across the primary, post-primary and further educaEon 
and training (FET) sectors.  

• Spring 2025:  

o Focus groups with teacher educaEon stakeholders (see TPJ Report 3, 2025)  

• 2025-26 (TPJ Report 4, 2026) 

o 2026 cohort: Wave 0 survey, i.e. final year iniEal teacher educaEon students 
both undergraduate and PME  

o 2019 cohort: Wave 1 survey + individual teacher case studies 

o 2022 cohort: Survey + individual teacher case studies 

• 2026-27 (TPJ, Report 5, 2027) 

o 2019 cohort: Wave 2 survey + individual teacher case studies 

o 2022 cohort: Wave 2 survey + individual teacher case studies 

o 2026 cohort: Wave 1 survey + individual teacher case studies 

• 2027-28 (TPJ Report 6, 2028) 

o 2019 cohort: Wave 3 survey + individual teacher case studies 

o 2022 cohort: Wave 3 survey + individual teacher case studies 

o 2026 cohort: Wave 2 survey + individual teacher case studies 

• 2028-29 (TPJ Report 7, 2029, i.e. final composite report) 

o 2026 cohort: Wave 3 survey + individual teacher case studies 

 

CommunicaLon of findings: TPJ publicaEons will comprise research reports and policy briefs. 
TPJ Reports 1-3 focus on: (i) Reviews of Literature (2024), (ii) Design and Instruments Technical 
Report (2025) and (iii) Teacher educaEon stakeholder focus groups (2025). It is planned that 
the TPJ teacher cohort-based reports will be published annually in 2026, 2027, 2028, and 
2029, following the previous year’s data collecEon, aligned with the data collecEon Emeline 
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outlined above. In addiEon to the annual research reports and policy briefs, TPJ findings will 
be disseminated via infographics as well as via other media formats.   

Conclusion: Teachers’ professional journeys are inevitably and consequenEally shaped by a 
wide range of policies vis-à-vis curriculum and assessment, special educaEon needs, 
educaEonal disadvantage, Irish language, and teacher educaEon among others. Importantly, 
for example, while the TPJ study is informed by conEnuum of teacher educaEon naEonal 
policy and its consEtuent frameworks, i.e.  Céim, Droichead and Cosán, the TPJ study is not an 
evaluaEon of policy implementaEon 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 
and school culture along with the changing dynamics of current and future educaEon. 
Emphasis is placed on coherence across data sources, aLenEon to inclusivity, and strategies 
to ensure quality, trustworthiness, and relevance.  
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Chapter 1. Design: Accelerated longitudinal mixed 
methods study 

1.1 Overview  
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). The study is jointly funded by the Teaching Council and the Department of 
EducaEon and Youth. This is the second TPJ report. The first report comprised four reviews of 
the literature designed to inform this second TPJ report (see Appendix 1).  
 
Central to the study design is a theoreEcally informed mulE-level approach spanning policy 
intenEon, policy enactment, lived experiences and outcomes. Graduates of iniEal teacher 
educaEon programmes from 2019, 2022 and 2026 will likely teach well into the 2060s. In 
terms of iniEal teacher educaEon guidelines/standards, these graduates will have experienced 
an iniEal teacher educaEon programme based on either the 2011 Teaching Council’s 2011 
guidelines for iniEal teacher educaEon (ITE) (2019 and 2022) or the 2020 Céim ITE standards 
(2026 PME and undergraduate ITE 2026, see Teaching Council, 2011 and Teaching Council, 
2020). The accelerated longitudinal mixed methods design will mean that years 1-9 of 
teachers’ experience will be addressed in the study design. These teachers enter the 
profession in the 2020s at a Eme when, what we have termed, ‘the architecture of the 
conEnuum’ (see TPJ Report 1) has been formalised in consequenEal ways in tandem with 
changing understandings of teacher professionalism.  
 
In 1991 the OECD review of Irish educaEon pointed to the need for, and potenEal of 
developing, a ‘3 Is’ approach to teacher educaEon in Ireland, that is, iniEal teacher educaEon, 
inducEon, and in-service. Significantly, in terms of teacher professionalism, it noted the 
‘legendary autonomy’ of the Irish teacher. In the intervening 30 years, much has been 
achieved in relaEon to the architecture underpinning the conEnuum of teacher educaEon in 
Ireland. This includes: 

• 2011: Launch of iniEal teacher educaEon guidelines signalling the first ITE 
accreditaEon cycle (AC1) 

• 2016: Launch of Droichead/inducEon programme for newly qualified teachers 
culminaEng in Droichead based on insights from pilot inducEon programmes  

• 2017: Launch of a framework for teacher learning encompassing formal and informal 
opportuniEes for teacher learning 

• 2020: Céim standards in 2020 signalling the second ITE accreditaEon cycle (AC2). 
 



  Teachers’ Professional Journeys: The First Decade, Report No. 2 

 
 

 11  
 

Crucially, in formal terms, it is only since 2017 that a tri-parEte architecture, mooted since the 
early 1990s, is now becoming more clearly established and enacted. Central to the proposed 
longitudinal study then, in our view, is how this new architecture of the conEnuum is shaped 
by what the student teachers bring to ITE through their ‘apprenEceship of observaEon’ (LorEe, 
1975) and, of no less importance, how this tri-parEte conEnuum architecture shapes 
prospecEve teachers in ITE, newly qualified teachers (NQTs) during inducEon, and early career 
teachers throughout their first decade in the profession. 
 
Chapter One provides an account of the overall context of the TPJ study and includes the 
principles underpinning the study design (see 1.2), the TPJ Conceptual Framework (see 1.3), 
the policy context (see 1.4), accelerated longitudinal design (see 1.5) and mixed methods 
research (see 1.6), and the TPJ sample (see 1.7). The next three secEons in Chapter One focus 
on approaches to data collecEon; surveys, interviews and experience sampling methodology 
(see 1.8-1.10). We then address issues of data protecEon and ethics approval. Chapter Two 
describes TPJ data gathering tools/instruments building on the conceptual framework in 
Chapter One and details the mixed methodology comprising surveys, one-to-one and focus 
group interviews and experience sampling methods.  

 

1.1.1 Aim and research objec2ves of the Teachers’ Professional Journeys 
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, 

educaEonal, professional and systemic influences that define and shape their early 
careers and pracEce, including the impact of different learning and professional 
development phases. 

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

• To examine beginning teachers’ aptudes, values, beliefs, and formaEve experiences in 
relaEon to teaching and learning; 

• To invesEgate early career teachers and other stakeholders' percepEons 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 transiEon across the three phases of professional development; 

• To review the ability of IT programmes, Droichead and Cosán to respond to naEonal 
policy prioriEes and pracEce developments; 

• To consider issues relaEng to teacher supply, diversity and retenEon.
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Figure 1.1. TPJ Research Aim and Research ObjecLves 
 

 

 

RESEARCH AIM 
 

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

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

RESEARCH OBJECTIVES 
 

1. To examine 
beginning 
teachers’ 
a@tudes, 
values, 
disposiGons 
and formaGve 
experiences in 
relaGon to 
teaching and 
learning. 

2. To invesGgate 
early career 
teachers’ and 
other 
stakeholders’ 
percepGons 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 IniGal 
Teacher EducaGon 
(ITE) and transiGon 
across the three 
phases of 
professional 
development. 

4. To review the 
ability of ITE 
programmes, 
Droichead and 
Cosán to respond 
to naGonal 
prioriGes, policy 
and pracGce 
developments. 

5. To consider issues 
relaGng to teacher 
supply, diversity 
and retenGon. To 
examine 
beginning 
teachers’ 
a@tudes, values, 
disposiGons and 
formaGve 
experiences in 
relaGon to 
teaching and 
learning. 

IllustraGve exemplar quesGons 
 

How do beginning 
teachers' values 
and beliefs shape 
their percepDons 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 
definiDons of 
teacher 
professionalism? 

What are teachers’ 
learning needs at this 
stage in their 
careers?  
 
How prepared do 
teachers feel to be 
inclusive, agenDc, 
reflecDve, research-
engaged and 
collaboraDve 
pracDDoners? 
 
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 pracDce? 
 
How effecDvely are 
linkages made between 
ITE, Droichead and 
Cosán, so as to support 
teachers as they 
transiDon 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 
pracDce? 
 

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 
naDonal prioriDes and 
respond to policy and 
pracDce developments? 
 

How are ITE 
programmes 
contribuDng to 
supporDng/ensuring 
future teacher supply?  
 
How do ITE 
programmes and the 
professional 
development process 
seek to promote and 
maintain the 
aUracDveness of the 
teaching profession?  
 
How can 
heterogeneity/diversity 
be enhanced within the 
profession? 
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1.2 Principles underpinning TPJ study design 
The Teachers’ Professional Journeys (TPJ): The First Decade longitudinal study adopts a set of 
principles in guiding the project design and engagement with stakeholders. Principles are 
value statements and assumpEons to guide decisions of team members both individually and 
collecEvely. They are widely used across a range of pracEce and research contexts (Van 
Kerkhoff, 2014). The principles underpinning our approach to the proposed longitudinal study 
are as follows: 

• ParLcipatory-based research: Acknowledges the role and benefits accrued from 
partnership in knowledge-building. Crucially, we note how we frame the parEcipatory 
approach where we will seek stakeholder engagement spanning all phases of the study 
through co-construcEng the ‘research challenge’, design, data collecEon, analysis and 
communicaEon of findings (Jagosh et al., 2012) 

o  e.g., focus groups with stakeholders; the use of digital technologies and social 
media to engage with parEcipants; consultaEon regarding communicaEon with 
interviewees to gain their views of not only ‘what’ but ‘how’ they should be 
asked about teacher professional journeys; accessing and valuing voice. 

o we note the categories of stakeholders: teacher unions, patronage and 
managerial bodies, principals’ networks, parents’ bodies, state educaEon 
agencies, teacher educaEon HEIs, Further EducaEon and Training (FET), 
student unions, Gaelscoileanna, and An Chomhairle um Oideachas Gaeltachta 
agus Gaelscolaíochta (COGG).  

• Alignment of study design and policy cycles: Such alignment results in responsive 
design that supports the future-facing outlook of the study. In comparison to the study 
design proposed in the commissioning body’s Request for Tender, our revised 
approach improves alignment between the sampled cohorts and the Teaching 
Council’s 2020 Céim standards. This is achieved by adding an extra data-gathering 
phase, which enables us to include beginning teachers from ITE programmes 
developed in line with the Céim standards (during the second ITE accreditaEon cycle). 

• Conceptual frameworks/theory: A theory-informed approach to the framing, design, 
analysis and presentaEon of findings will enrich policy and pracEce insights emerging 
from the study e.g., philosophical perspecEves. 

• Integrated design: Four themes across the five research quesEons (see Figure 1.1) will 
form the basis for integrated design facilitaEng both study components, i.e. Research 
ObjecEves (RO) 1-3 and Research objecEves (RO) 4-5, to ‘speak’ to each other as the 
study evolves. 

• Evidence-informed policy and pracLce can play an important role in understanding, 
developing and appraising teaching and teacher educaEon, e.g. (i) the OECD TALIS 
(2009) study in which Ireland parEcipated as benchmark data; (ii) the landmark 
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Harvard study on EducaEng the Next GeneraEon of Teachers (Johnson & Birkeland, 
2003) regarding the impact of veteran, novice and integrated professional learning 
school cultures on the beginning teacher. 

• Capacity building: a naEonal college/academy approach to building the research team 
over the life cycle of the Teachers’ Professional Journeys (TPJ): The First Decade 
longitudinal study. 

• CommunicaLon: Central to this study is that all teachers in the profession will know 
about the Teachers’ Professional Journeys (TPJ): The First Decade longitudinal study 
through disseminaEon and engagement around project development and findings. 
CommunicaEon of findings will involve analyEc, graphical and narraEve modes of 
representaEon and knowing. There will be pracEEoner-focused disseminaEon of the 
findings to students in ITE and teachers across the conEnuum, e.g., world café.  

• InternaLonal: InternaEonal perspecEves, comparisons and benchmarks can provide 
insights rather than recipes e.g., benchmarks from internaEonal studies via use of 
items in the Teachers’ Professional Journeys (TPJ): The First Decade longitudinal study. 

• NaLonal context: The Irish naEonal context is highly significant in terms of teaching 
and teacher educaEon policy and pracEce. 

• NormaLve: recognises teaching and teacher educaEon as a normaEve endeavour, i.e., 
Teaching Council values and wider societal values. 

 

1.3 TPJ Conceptual Framework  
The Teachers’ Professional Journeys (TPJ) study's understanding of learning and development 
is informed by a blend of cogniEve and sociocultural perspecEves. While the study does not 
adopt a singular, formal theoreEcal framework, it draws on these complementary viewpoints. 
From a cogniEve standpoint, the study recognises that teachers develop knowledge, skills, and 
disposiEons over Eme through acEve engagement in complex and evolving professional 
contexts. This includes the role of prior beliefs, reflecEve pracEce, and the interacEon 
between new informaEon and exisEng mental models (Shulman, 1987; Kereluik et al., 2013; 
Sawyer, 2014). CogniEve development in teaching is shaped not only by content mastery but 
by a teacher’s capacity to interpret and respond to the unfolding classroom environment—an 
interplay of reasoning and pedagogical decision-making that is inherently context-sensiEve 
(Borko & Shavelson, 2013). CogniEve perspecEves on teacher learning and development have 
yielded valuable insights on teacher knowledge, thinking and meta-cogniEve processes, (see, 
for example, Clark and Peterson, 1986; TaLo, 1998; Blömeke et al., 2008; Stürmer et al., 2013). 
In the Irish context, cogniEve perspecEves have, for example, informed studies of the 
validaEon of mathemaEcal knowledge for teaching measures (Delaney et al., 2011), the reality 
shock for inclusion (Mintz et al., 2020), teachers’ counterfactual thinking (McGarr & 
McCormack, 2016), what metaphor construcEon reveals about teachers’ beliefs about 
teaching and learning (Leavy et al., 2007) and student teachers’ percepEons and use of 
generaEve arEficial intelligence (GenAI) in lesson planning (Hsu et al., 2024). 
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Drawing on the "situaEve perspecEve" as arEculated by Putnam and Borko (2000), the study 
acknowledges that cogniEon, including funcEons like reasoning, remembering, and 
perceiving, is understood as an achievement of a system, with contribuEons from individuals, 
tools, and arEfacts. This perspecEve challenges the assumpEon of a cogniEve core 
independent of context, emphasising that physical and social contexts are integral to the 
acEvity and learning. Furthermore, the situaEve view highlights that interacEons with others 
are major determinants of both what is learned and how learning occurs, conceptualising 
learning as enculturaEon into a community's ways of thinking and disposiEons rather than 
solely explicit instrucEon. The early work of Vygotsky (1978) is foundaEonal to these 
sociocultural ideas, parEcularly regarding the social nature of knowledge, learning and 
development. Later research from a socio-cultural perspecEve has explicitly highlighted the 
dynamics of idenEty, agency and power vis-a-vis learning and development (Lewis et al., 
2020). Socio-cultural perspecEves on teacher learning and development have yielded valuable 
insights on the contextual dynamics of teachers’ professional journeys (see, for example, 
Edwards & Protheroe, 2013; Smagorinsky et al., 2004; Warford, 2011; Santagata et al., 2021) 
In this Irish context, socio-cultural perspecEves have, for example, informed studies of a cross-
border professional learning network for teacher educators (Clarke et al, 2021), the pracEce 
of leadership in newly mulE-ethnic schools in Ireland (Devine, 2012), the uncertain dynamics 
of learning to teach (Hinchion & Hall, 2016)  and the classed self of student teachers (Keane 
et al., 2023).  

These combined perspecEves support a holisEc view of teaching, learning and development 
as simultaneously individual and socially situated processes. This is further reflected in the 
conceptual framework's aLenEon to beginning teachers' aptudes, values, and beliefs 
(cogniEve elements), and the increasing influence of external system factors like policy 
developments, highlighEng the criEcal interplay between individual cogniEon and broader 
societal and educaEonal environments. This view aligns with Feiman-Nemser’s (2001) 
asserEon that teacher learning occurs along a conEnuum, shaped both by deliberate 
instrucEonal efforts and by the situated contexts in which teachers learn to teach. 

In line with these perspecEves, the TPJ study conceptualizes teaching as a social pracEce, 
shaped by personal, professional, organizaEonal, and policy influences. The importance of 
"communiEes of pracEce," as discussed by Wenger (1999) and echoed in the situaEve 
perspecEve by Putnam and Borko (2000), further underlines that teacher learning involves 
parEcipaEng in and being enculturated into the specific discourse and pracEces of 
professional communiEes. Moreover, the study draws on Lampert (2001) who highlights the 
intricacy of teaching problems and the high levels of coordinaEon required in the work of 
teaching.  

The conceptualizaEon of teaching as a social pracEce is also deeply informed by Ludlow et al. 
(2017), who model iniEal teacher educaEon (ITE) as a complex system composed of 
"intersecEng complex systems and communiEes, including individuals, schools, preparaEon 
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programs, policy environments, and larger social systems". Their research supports the 
framing of teachers' professional learning and development as processes of negoEated 
idenEty, influenced by wider systemic structures and enacted through everyday pracEce. The 
TPJ study reflects this understanding through its aLenEon to the interplay between teacher 
beliefs, competencies, and experiences within school, policy, and broader societal contexts, 
as detailed in the study’s conceptual framework.  

The conceptualisaEon of learning to teach as a social pracEce has generated a vast literature 
within the area of teaching and teacher educaEon. A focus on teachers’ professional learning 
as negoEated idenEty development provides a vital focus on how the pracEce and work of 
teaching is shaped by powerful cultural, policy and organisaEonal dynamics but also how 
teacher agency shapes pracEce. For example, over the last thirty years around the world, 
naEonal educaEon systems have been very aLenEve to the results of internaEonal 
comparaEve achievement tests such as PISA, PIRLS and TIMSS-R, resulEng in significant policy 
changes to both teaching and teacher educaEon (Häkkinen et al., 2017).  

In relaEon to teacher agency and how it is posiEoned and enacted in naEonal contexts, Chung 
(2023) cites the case of Finland where system-level trust and an inquiry-based approach to 
teaching and teacher educaEon “culEvates autonomous and agenEc teachers” (p.1). 
Significantly, teacher agency itself and overall naEonal system configuraEon and capability 
appear intertwined and dynamically related. This recogniEon of the interdependence 
between individual agency and wider systemic arrangements directly informs the TPJ study’s 
conceptual framework. 

The conceptual framework for the Teachers’ Professional Journeys (TPJ): The First Decade 
longitudinal study is grounded in an extensive review of the research literature (see Research 
Report 1) and informed by exisEng conceptual models in the field (Akiba et al., 2023; Guarino, 
2006; Ludlow et al., 2017; Nguyen et al., 2021; OECD, 2009). Drawing on a broad range of 
studies related to teacher learning and development, career trajectories and professional 
development experiences, the framework seeks to capture the dynamic and evolving nature 
of teachers’ professional experiences in their first decade of teaching. By integraEng insights 
from prior frameworks, this study aims to provide a comprehensive understanding of the 
factors that shape teachers' professional lives, including personal, organizaEonal, and societal 
influences. This approach allows for an in-depth exploraEon of how teachers navigate the 
complexiEes of their careers and adapt to changing educaEonal landscapes across different 
phases of their professional journeys. Furthermore, the research objecEves are closely aligned 
with the components of the conceptual framework, guiding the invesEgaEon into how various 
factors—such as teachers’ professional experiences, naEonal prioriEes, and teacher supply -
intersect and influence teachers’ experiences at different points in their careers. This ensures 
that the study's aims are systemaEcally linked to the theoreEcal constructs, allowing for a 
nuanced analysis of the key issues impacEng teachers' professional journeys during the first 
decade. 
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1. Macro contexts: Sectoral, Curriculum & Socio-economic [ 3, 4, 5] 

- Teacher supply 
- ITE accredita2on  
- Curriculum reforms at primary, post-primary and FET  
- Economic context  
- ITE restructuring 

 
2a. Teacher beliefs 
[1] 
- Beliefs about 

teaching and 
learning  

- Beliefs about ability 

- Mo2va2on to teach  

 
5. Classroom contexts 
and environment [1, 2] 
- Student composi2on 

- Disciplinary 
environment 

 

 
6. School contexts and 
environment [1, 2, 3] 
-       Autonomy /agency 
- Leadership. 
- DEIS/non-DEIS; 
- community 
 

 
9. TPJ Outcomes 
 
- Teaching efficacy 
- Commitment to 

Teaching (including 
reten2on inten2on) 

- Teacher well-being 
(including posi2ve 
emo2ons) 

- Resilience 
- Job sa2sfac2on  

2b. Teacher 
competence [3]  
- Readiness to 

teach  
- Content 

knowledge 
- Pedagogical 

Content 
Knowledge 
(PCK) 

 
7.PracQce/enactment of 
teaching [4]  
- curriculum & 

assessment context 
- openness to 

innova2on 
 

 
8. Teacher professional 
learning (TPL) [3] 
- Collabora2on (E+C v 

DPL) 
- Appraisal of TPL 
 
 

3.Teacher 
background & 
professional 
experiences [1, 3] 
- ITE programme 

type 
- Induc2on 

experience (e.g. 
Droichead) 

- Scope of CPD 
experience 

- Teaching 
loca2on 

- Career 
development 
(e.g. contract 
type) 

- Teacher stress 

 
4.School/educaQonal organisaQon background [4]  
- Sector, i.e. primary, post-primary or further 

educa2on and training 
- DEIS/non-DEIS 

Note 1: Superscript refers to linked research objecDves e.g. [1] indicates that the component addresses research objecDve 1 
with all five TPJ research objecDves/quesDons encompassed in the TPJ Conceptual Framework.  

 
Figure 1.2. Conceptual Framework for the TPJ Study 
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Component 1.  Macro contexts: Sectoral, Curriculum & socio-economic factors 

 
The component of the conceptual framework focusing on macro contexts, encompassing 
sectoral curriculum and socioeconomic influences, directly incorporates a focus on research 
objecEves 3, 4 and 5. Research objecEve 3 encompasses teachers’ experience and appraisal 
of professional learning and development in school contexts across iniEal teacher educaEon, 
inducEon and teacher professional learning thereajer. Research objecEve 4 focuses on 
naEonal prioriEes around teacher supply, ITE accreditaEon, curriculum reforms (i.e. at 
primary, post-primary and further educaEon and training), economic factors and ITE 
restructuring. A focus on these influenEal and dynamic system factors will ensure TPJ 
addresses the wider systemic influences on teachers’ professional journeys. Significantly, we 
note here that our reviews of the exisEng literature (see Report 1) highlight the fact that 
external factors have become much more prominent influences in the last twenty years. For 
example, Nguyen (2021), in a major review of the factors influencing teacher supply (TPJ 
Research ObjecEve 5), extended Guarino’s two-factor model which focused on personal and 
school factors to a three-factor model which also encompassed external factors as well as 
personal and school factors. 

 

Component 2a. Teacher beliefs 

The component of the conceptual framework focusing on Beginning Teacher Beliefs directly 
incorporates aLenEon to Research ObjecEve 1, which aims to examine the aptudes, values, 
beliefs, and formaEve experiences of beginning teachers in relaEon to teaching and learning. 
This component emphasises the early stages of beginning teachers’ professional lives, 
capturing the foundaEonal ideas that influence their pracEces in the classroom. Key scales 
and interview quesEons are designed to explore three criEcal dimensions: (a) beginning 
teachers' beliefs about teaching and learning, which includes their pedagogical approaches 
and views on effecEve educaEon; (b) beliefs about ability, such as their percepEons of student 
potenEal and the nature of intelligence; and (c) their moEvaEon to teach, focusing on why 
they decided to enter the teaching profession and what drives them to stay. These elements 
will allow for a comprehensive analysis of how beginning teachers' core beliefs shape their 
professional development and interacEons with students. 
  

Component 2b. Teacher competence  
The component of the conceptual framework focused on Beginning Teacher Competence 
addresses Research ObjecEve 3, which aims to explore early-career teachers' professional 
learning and career experiences as they leave IniEal Teacher EducaEon (ITE) and transiEon 
through the three phases of professional development. This component is criEcal in 
understanding how new teachers navigate the challenges of early professional life and 
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develop the necessary skills for effecEve teaching. Key scales and interview quesEons are 
designed to assess beginning teachers’ readiness to teach, capturing their levels of confidence 
as they transiEon from ITE into schools. AddiEonally, these measures will explore their beliefs 
about their content knowledge and pedagogical content knowledge, examining how well their 
experiences in ITE prepared them for the realiEes of classroom teaching. By focusing on these 
areas, the study will provide a nuanced understanding of the competencies beginning 
teachers bring from their ITE programmes and how these evolve as they progress through 
their early years in the profession. 
  

Component 3.  Teacher background and professional experiences  

The Teacher Background and Professional Experience component of the conceptual 
framework provides a combined focus on research objecEves 1 and 3. Research objecEve 1 
seeks to examine beginning teachers' aptudes, values, beliefs, and formaEve experiences in 
relaEon to teaching and learning, while research objecEve 3 explores early-career teachers' 
professional learning and career experiences as they transiEon from IniEal Teacher EducaEon 
(ITE) through the three phases of professional development. Thus, this component in the 
conceptual framework allows for a comprehensive analysis of how teachers' personal and 
professional backgrounds shape both their beliefs and career trajectories. Scales and 
interview quesEons are designed to examine key factors such as the nature of the ITE 
programme aLended, the professional experiences it provided (including fieldwork and 
mentorship), and teachers' inducEon experiences, such as parEcipaEon in the Droichead 
process. Other areas of focus will include the range and scope of professional development 
opportuniEes available to and experienced by beginning teachers, their early teaching 
experiences in different types of school environments (e.g., internaEonal, rural, urban), and 
their career development to date, including the type of contract they hold. By exploring these 
dimensions, this component provides insight into how the foundaEonal beliefs formed during 
ITE are influenced by real-world professional experiences and how these factors collecEvely 
impact teachers’ early career development and professional competence. The TPJ study 
acknowledges Céim: Standards for IniEal Teacher EducaEon as a key naEonal policy 
development. However, TPJ is not an evaluaEon of Céim’s implementaEon and therefore does 
not embed its core elements directly within the conceptual framework. Relevant aspects of 
Céim may be addressed in focus groups and one-to-one interviews where appropriate. 

  

Component 4.  School/educa2onal organisa2on background  

The component of the conceptual framework focusing on School/educa?onal organisa?on 
background addresses Research ObjecEve 4, which aims to invesEgate early career teachers’ 
and other stakeholders’ percepEons of their capacity to meet the needs of learners in a variety 
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of school contexts. It focuses on two factors, that is, (i) the sectoral aspects of context in terms 
of primary, post-primary, and/or further educaEon and training, and (ii) DEIS/non-DEIS factors. 
In relaEon to addressing educaEonal disadvantage, the Delivering Equality of Opportunity in 
Schools (DEIS) programme operates at both primary and post-primary levels. There is no 
parallel in the FE sector in relaEon to DEIS/non-DEIS status. 

 

Component 5.  Classroom contexts/environment   
The component of the conceptual framework focusing on Classroom contexts/environment 
addresses two factors, that is, student composiEon and disciplinary environment. A focus on 
these two factors incorporates aLenEon to research objecEves 1 and 2 and will provide 
valuable insights on classroom level dynamics that are likely to influence teachers’ 
professional journeys in consequenEal ways. Both factors may or may not influence teachers’ 
approaches to teaching and classroom management as well as their commitment to teaching 
in classrooms like this in the future. 

  

Component 6.  School contexts/environment 

The School Context and Environment component of the conceptual framework incorporates 
aLenEon to the first three research objecEves, which collecEvely span various aspects of 
teachers' professional lives. This component is crucial for understanding how the broader 
school sepng influences teachers' experiences, beliefs, and professional development. It 
emphasises the importance of school climate, including opportuniEes for collaboraEon 
among teachers, which can significantly impact their job saEsfacEon and effecEveness in the 
classroom. AddiEonally, this component examines teachers' levels of autonomy and agency 
within their school environments, recognising that the ability to make decisions about their 
teaching pracEces plays a vital role in their professional growth and idenEty. Furthermore, it 
focuses on leadership opportuniEes and experiences available to teachers, as these can shape 
their perspecEves on professionalism and influence their career trajectories. By integraEng 
these elements, the School Context and Environment component provides a comprehensive 
lens through which to explore how external factors interact with teachers' aptudes, beliefs, 
and professional experiences, ulEmately informing their development across all phases of 
their careers. 
  

Component 7.  Prac2ce/enactment of teaching  

The component of the conceptual framework focusing on Prac?ce/enactment of teaching 
addresses two aspects of research objecEve 4. This component emphasises pracEce/ 
enactment of teaching in the classroom, providing insight on how teachers are experiencing 
curriculum implementaEon in terms of (i) sector-relevant curriculum and assessment issues 
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as well as their (ii) overall engagement with innovaEon and reform. The focus on these two 
aspects in relaEon to the lived experience of teaching in classrooms will provide important 
insights on how teachers during the first decade are engaging with both conEnuity and change 
in relaEon to curriculum teaching, learning and assessment in their day-to-day teaching. 

 

Component 8.  Teacher professional learning (TPL)  
The component of the conceptual framework focusing on Teacher Professional Learning 
directs aLenEon to Research ObjecEve 3, which aims to explore teachers’ early professional 
learning and career experiences as they leave ITE and transiEon across 3 phases of 
professional development. This component will focus on newly qualified teachers’ experience 
of the TPL-based collaboraEon in their school context as well as their appraisal of these 
teacher professional learning experiences. As such, both the scales and the interview 
quesEons will address two key aspects of teacher professional learning: (i) level of 
collaboraEon experienced by teachers within their school context, and (ii) their appraisal of 
these teacher professional learning experiences. 

 

Component 9.  TPJ Outcomes  
The component of the conceptual framework focusing on TPJ study outcomes addresses 
research objecEves 1 to 5. As such, the research study outcomes are as follows:  

• Teaching efficacy 
• Commitment to teaching (including retenEon intenEon) 
• Teacher well-being (including posiEve emoEons) 

o Resilience 
• Job saEsfacEon 
• Social jusEce (ITE), i.e. to be included in the final years of the survey. 

The relaEonships between the TPJ study outcomes and the other components of the 
conceptual framework will be central to the framing of specific research quesEons. For 
example, analysis of teaching efficacy, across survey and interviews, will be informed by how 
teachers’ ITE (including school placement), Droichead and school context may have impacted 
their teaching efficacy. Similarly, given the significance of school culture vis-à-vis teacher job 
saEsfacEon and retenEon, analysis of both survey and interview data will likely inform our 
understanding of the TPJ study outcomes.   
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1.4 Policy developments, policy cycle 

1.4.1 Policy context and TPJ Research Objec2ves 

The macro educaEonal policy context forms a criEcal dimension of TPJ framing, study design, 
consultaEon and disseminaEon of reports over the study life cycle 2024-30. As noted in TPJ 
Report 1, internaEonally current educaEon and teacher educaEon research aLests to the 
increased policy salience and research focus on the role and influence of the wider macro 
educaEonal policy context on teachers’ professional journeys. Similarly, in the Irish context we 
can observe the significantly enhanced policy focus on the role of teacher educaEon in the 
last decade or more, evidenced by the 2011 Numeracy and Literacy Strategy, the re-
structuring of iniEal teacher educaEon provision following the 2012 Sahlberg Report, the 
aforemenEoned development of policies across the professional conEnuum by the Teaching 
Council, greater specificity of content and outcomes in the TC’s second accreditaEon cycle (i.e. 
Céim, 2020) and for the first Eme the publicaEon of an ITE policy by the Department of 
EducaEon in 2022. Individually and cumulaEvely, these key policy developments have had 
consequenEal impact on teacher educaEon in Ireland and reflect how TE has entered a new 
phase of not only policy prioriEsaEon but also policy implementaEon. For example, both the 
2018 Teacher Supply AcEon plan and the 2022 ITE Policy have encompassed parallel 
implementaEon plans and, in the case of the Teacher Supply AcEon Plan, involved yearly 
consultaEon and reports on progress aligned to idenEfied acEons. In that context, the TPJ 
study design explicitly aLends to these macro developments and these are incorporated into 
planned data collecEon. Furthermore, the enhanced policy focus on TE naEonally is evident 
in the framing of the TPJ tender and of the Research ObjecEves. Consequently, in the context 
of TPJ’s research aim and research objecEves, we adopt a policy-informed and integrated two-
domain design (see Figure 1.3), which has been informed by the desk-based review of 
literature (see TPJ Report 1).  

Domain 1: Research ObjecEves and QuesEons 1-3: Mixed-methods longitudinal study 
focused on the pracEce of teaching and perspecEves of beginning teachers comprising 
survey, individual and focus group interviews, document analysis and digital diaries 
(see orange secEon, Figure 1.3) 
 
Domain 2: Research ObjecEves and QuesEons 4-5: Documentary and key stakeholder 
informant study focused on: (i) naEonal prioriEes, policy and pracEce developments 
and (ii) teacher supply (see yellow secEon, Figure 1.3). 

 
Data collecEon in Waves 2 and 3 will be guided by insights from both the literature review 
(see TPJ Report 1) and findings from Wave 1, focusing on emerging issues and quesEons. The 
conceptual framework (see Figure 1.2) incorporates reference points for the exemplar sub-
quesEons outlined in the RFT, or their refinements, aligned with the study's five objecEves, 
which have been integral to the study design. It is important to note that not every issue of 
interest can be addressed in each wave, cohort, or sector (i.e., primary, post-primary, and 
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further educaEon and training). However, certain survey items, such as commitment to 
teaching and teaching efficacy, will be included consistently across waves, cohorts, and 
sectors. AddiEonally, certain generaEve themes, such as teachers' beliefs about student 
ability, may be parEcularly valuable to study, as they offer insights into teacher beliefs about 
learning as well as their perspecEves on schooling, society, and inclusion. 
 
 

 
 

 

Figure 1.3. TPJ’s integrated two-domain design 

 

1.4.2 Understanding the influences, dynamics and impact of teacher learning 
and development 
Over the last 20 years as teaching and teacher educaEon has become the policy priority for 
naEonal governments and the focus of policy and research interest by transnaEonal 
governmental organizaEons such as the OECD (Darling-Hammond & Lieberman, 2013; OECD 
2005; Menter, 2023), there has been increasing focus on the influences, dynamics and impact 
of teacher learning and development as it occurs in iniEal teacher educaEon, inducEon, as 
well as other teacher learning and development contexts. A notable feature of this focus on 
the impact of teacher educaEon has been an emphasis on understanding and evaluaEng the 
role of iniEal teacher educaEon and inducEon, in parEcular, on teacher learning and 
development, what Borko et al. (2007) characterised as studies designed to understand “the 
effects of teacher educaEon”. Borko et al.’s observaEon is in an editorial in which she and the 

Q1-3. Practice of teaching 
and perspectives of 

teachers in their first 
decade 

1. National policy priorities
2. ITE Guidelines 2011 + 

ITE Standards/Céim 2020
3. PATH 1 Diversity in 

Teaching
4. Emergent issues

Q4-5. National priorities, 
policy & practice 
developments: (i) 

continuum, (ii) teacher 
supply
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two other editors of the Journal of Teacher Educa?on reviewed what they termed the ‘genres 
of empirical research in teacher educaEon’ during the previous five years and idenEfied four, 
that is: (a) effects of teacher educaEon, (b) interpreEve, (c) pracEEoner, and (d) design-based 
research. Of these the first two are the most well established and the TPJ study encompasses 
aspects of both the ‘effects of teacher educaEon’ and ‘interpreEve’ genres. NoEng the 
complexity of teaching and teacher educaEon, they adopt a cauEonary stance in relaEon to 
the potenEal of studies to idenEfy easily applicable findings. Hill et al. (2024), in addressing 
the challenge of designing causal studies of teacher educaEon, are somewhat more hopeful 
and idenEfy what they see as appropriate research designs at scale.  

 

1.5 Longitudinal and accelerated longitudinal designs 

1.5.1 Longitudinal studies in Ireland: educa2on and human development 

Over the last 25 years in Ireland, there has been significant investment in life-course human 
development longitudinal studies. Two stand out here. First, the Growing Up in Ireland (GUI) 
longitudinal study which commenced in 2006. GUI, a joint project of the Department of 
Children, Disability and Equality (DCEE) and the Central StaEsEcs Office (CSO), “gathers data 
on the issues facing children and young people today. Growing Up in Ireland (GUI) is an 
important naEonal longitudinal study of families, children and young people” (CSO website). 
Since its commencement in 2006, GUI has provided the basis for informing policy decisions as 
well as on-going research lines of inquiry on a range of issues drawn from the now extensive 
data from children and young people living in Ireland. Second, The Irish Longitudinal Study on 
Ageing (TILDA) is a large-scale, naEonally representaEve, longitudinal study on ageing in 
Ireland, with the expressed “overarching aim of which is to make Ireland the best place in the 
world to grow old” (TILDA website). Commencing in 2009 and 2010, over 8,500 people took 
part in the first wave of TILDA with all parEcipants compleEng an interview in their own home 
and over 6,000 also compleEng a health assessment, either in their own home or at a 
dedicated health centre in Cork or Dublin. The first results from Wave 1 were published in a 
report ‘FiFy Plus in Ireland 2011: First Results from The Irish Longitudinal Study on Ageing'.  
  
Similarly, in the educaEon context, there are several notable longitudinal studies. There are 
educaEon-related reports and studies arising from the aforemenEoned Growing up in Ireland 
(GUI), the longitudinal study of students’ progression into and through post-primary 
educaEon (ESRI, 2017) and the Children’s School Lives (CSL) study commissioned by the NCCA 
which explored the lived experiences of over 4,000 children in 189 primary schools across 
Ireland from Spring 2019 – Spring 2024.  
  
Both the human development life-course studies and educaEon-focused longitudinal studies 
provide several valuable insights for the TPJ study. First, the prevailing societal context 
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maLers. In the case of TILDA, there was a recogniEon in the mid 2000s that Ireland was 
undergoing significant change in its demographic structure which led to the need for 
government and the wider public to have a greater evidence-based understanding of the 
nature, significance and trajectory of ageing in Irish society. In the case of GUI with its focus 
on child and youth development, there has been over the last 50 years growing recogniEon 
internaEonally and naEonally in many countries of the importance of understanding child 
development from an ecological perspecEve in terms of the impact of family, school, 
community and wider society on child and adolescent development. While both TILDA and 
the GUI study were conceived of in the early 2000s, it is a testament to their acknowledged 
importance that even during a period of economic recession, the long-term investment and 
funds needed to undertake such significant studies has been maintained. Consequently, each 
study has provided valuable research, policy and pracEce related insights and helped underpin 
a greater evidence-informed approach to policy naEonally across various relevant sectors. 
  
Second, a systems perspecEve has informed and framed longitudinal studies. In the case of 
Growing Up in Ireland, for example, Bronfenbrenner's ecological perspecEve (Greene et al., 
2010) is the overall study framework. In the case of CSL, it notes in its first report that: 
  

In primary schools, children are part of organisaEonal systems that have changed liLle 
in their core design despite key developments in the curriculum, especially since the 
1970s. Typical features of schooling include the built environment (e.g., playgrounds, 
halls, and classrooms), social organisaEon (including school size, class size, calendars, 
Emetables, rouEnes and expectaEons), adult characterisEcs (e.g., demographics, 
educaEonal values, beliefs and goals) and the characterisEcs of children (personal, 
social and developmental). Currently, there is no naEonal picture of what Irish primary 
schools as organisaEonal systems look like, of how they can be influenced subtly and 
abruptly by social and policy changes, and of how children, principals and teachers 
funcEon dynamically within these systems leading to the development of children’s 
wellbeing, engagement, and learning outcomes, and children’s experiences of 
equality, inclusion and care (p. 9). 
 

Notable here in this quotaEon from CSL's first report is a focus on how each school is an 
organisaEonal system set within the wider societal and economic system. In parEcular, the 
report notes that schools “can be influenced subtly and abruptly by social and policy changes” 
(p. 9). Similarly, teachers’ professional journeys are being undertaken within organisaEonal 
systems that have changed liLle in recent decades; nevertheless, there have been significant 
changes in recent decades, as we noted earlier, in: (i) the architecture of conEnuum, (ii) 
curriculum reforms, (iii) along with expectaEons of schooling at primary and post-primary 
levels as well as the role and scope of further educaEon. 
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1.5.2 Accelerated longitudinal design 

As noted above, longitudinal studies in educaEon and human development have an important 
role in understanding developmental and change processes. In the case of both TILDA and 
GUI, the expectaEon that they will inform policy making and implementaEon is evident in both 
studies. In the case of TPJ, the accelerated longitudinal design (ALD) has a similar policy making 
and policy implementaEon expectaEon. The ‘accelerated’ TPJ longitudinal design, where the 
first ten years of post-ITE teaching are the study focus through parallel data collecEon from 
three different cohorts, provides the potenEal to understand the ‘first decade’ in a shorter 
Eme frame than following, for example, the 2026 ITE graduates for the first ten years teaching 
from 2026 to 2036. As Galbraith has noted in relaEonship to both longitudinal designs: 

Longitudinal studies are ojen used to invesEgate age-related developmental change. 
Whereas a single cohort design takes a group of individuals at the same iniEal age and 
follows them over Eme, an accelerated longitudinal design takes mulEple single 
cohorts, each one starEng at a different age. (Galbraith et. al. 2017 p. 374)  

In the case of TPJ, it will similarly take mulEple single cohorts, i.e. 2019, 2022 and 2026, with 
each one starEng at a different stage following iniEal teacher educaEon. The study adopts an 
accelerated longitudinal design approach, sampling three cohorts of graduates. Like the two-
cohort design of the Growing Up in Ireland study, this allows for informaEon on those who 
graduated 7-9 years ago to be available more quickly than waiEng for 2026 graduates to reach 
this stage of their career. Subject to caveats, informaEon from the three cohorts can be used 
to impute the pathways and experiences of beginning teachers over the first nine years of 
their career. Furthermore, differences between the cohorts in their exposure to policy 
developments and guidelines and crucially to the effects of the pandemic will allow us to trace 
the contextual effects on career integraEon. The 2022 and 2026 graduates from 
undergraduate programmes experienced considerable disrupEon to their own educaEon at 
HEI level (and, for some, at secondary level), giving them a very different experience of ITE 
than the 2019 graduates. As well as capturing the effects of the pandemic-related disrupEon, 
charEng their experiences will provide insights into the development of teachers as 
independent learners and the reality of further potenEal for remote learning as we learn more 
about online and blended learning approaches in teacher educaEon. 

Accelerated longitudinal designs were first used in the 1950s to understand and address policy 
aspects of child development (Bell, 1953), with the parEcular advantage of being able the 
research focus  in a shorter period of Eme by taking mulEple cohorts and following them over 
Eme rather than a single cohort. As Cáncer et al (2023) observe: “Accelerated longitudinal 
designs (ALD) allow studying developmental processes usually spanning mulEple years in a 
much shorter Eme framework by including parEcipants from different age cohorts which are 
assumed to share the same populaEon 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 
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development in a shorter period. Importantly, Cáncer et al (2023) also note that “different 
cohorts may have been exposed to dissimilar contextual factors, resulEng in different 
developmental trajectories” (p. 761). In the case of TPJ, the underlying assumpEon is that the 
three cohorts 2019, 2022, and 2026 each, in general, share similar contextual factors. As such, 
as TPJ evolves as a study it will be important to address and understand the shared contextual 
experiences, and where relevant dissimilar contextual experiences, between the 2019, 2022 
and 2026 cohorts.  

 

1.6 Mixed Methods 
The TPJ study adopts a mixed methods approach, combining quanEtaEve (survey) informaEon 
with qualitaEve informaEon from focus groups and in-depth semi-structured interviews 
alongside other materials collected from a subset of teachers within each of the cohorts. 
Mixed methods research has become increasingly prevalent in social and educaEonal research 
(Tashakorri & Teddlie, 2003). These approaches have long been established as providing more 
detailed insights into not only what is happening but the processes and lived experiences 
underlying these paLerns (Cresswell & Cresswell, 2022). Mixed methods approaches can be 
parallel, sequenEal or iteraEve. TPJ uses an explanatory sequenEal approach with each wave 
of survey data collected followed by in-depth interviews with a subset of teachers. 
InformaEon from the survey data will be used to select a subset of teachers for one-to-one 
interviews based on key dimensions of variaEon in career trajectory and subjecEve experience 
as well as socio-demographic characterisEcs. The study has elements of an iteraEve approach 
too, as findings from each wave of qualitaEve interviews can then inform, at least to some 
extent (longitudinal consistency permipng), the following wave of survey data collecEon.  

In the TPJ study, using informaEon from both quesEonnaires and interviews allows us to uElise 
the relaEve strengths of each approach (see secEons 1.8 and 1.9 for further detail on the two 
approaches). The quesEonnaires allow us to capture variaEon between individual teachers in 
their career trajectories, their teaching methods, job saEsfacEon and self-efficacy, among 
other topics. QuesEonnaires also have an advantage in providing greater privacy to the 
teacher; a teacher may be more willing to report experiencing job-related stress or struggling 
with aspects of their teaching in a self-compleEon quesEonnaire than they might in a one-to-
one interview, for example. However, quesEonnaires have some disadvantages. Their 
structured nature means that respondents can only respond on issues that the researchers 
deem important rather than ones which they themselves regard as central to their lives. 
Furthermore, it may be difficult to explore complex issues, in parEcular career decision-
making, in a very structured way, especially if trajectories are complex and/or non-linear in 
nature. One-to-one interviews with a subset of teachers will therefore allow the team to 
explore issues like decision-making in a more nuanced way. By being semi-structured in 
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nature, the research will give voice to teachers in reflecEng the issues that are most important 
to them as professionals.  

The strength of the TPJ study’s mixed methods approach is further supported by the use of 
validated survey instruments, including internaEonally benchmarked tools such as those from 
TALIS. These scales not only ensure measurement quality and reliability but also facilitate 
triangulaEon between quanEtaEve and qualitaEve data sources. Moreover, repeated use of 
validated scales enables longitudinal analysis within and across cohorts, a key strength of the 
accelerated longitudinal design adopted by the study. 

 

1.7 TPJ Study Management and Governance 
The TPJ study is managed by the study’s Principal InvesEgators and the TPJ Research Project 
Manager/Research Fellow. The TPJ Project Review and Monitoring Group (PMRC) acts as a 
steering commiLee and has responsibility for overall study governance and progress. The 
PRMC comprises the Teaching Council, the Department of EducaEon and Youth, four external 
academic advisors and the TPJ Research Study Management Team.  

1.8 TPJ Advisory Panels 

Four advisory panels inform the implementaEon of the TPJ study comprising the: 
• Teacher Advisory Panel 
• Stakeholder Advisory Panel 
• Internal Advisory Panel 
• InternaEonal Advisory Panel.  

The Teacher Advisory Panel comprises teachers in their first decade ajer ITE spanning 
primary, post-primary and further educaEon and training.  

The Stakeholder Advisory Panel comprises a broad range of stakeholders spanning teacher 
unions, management bodies, government agencies and teacher educators. TPJ is also 
engaging with each sector vis-à-vis any representaEve group. For example, in October 2024 
TPJ was invited to and presented on the study to the Primary EducaEon Forum (PEF). In 
relaEon to the FET sector, TPJ is engaging with the Further EducaEon Forum, i.e. teacher 
educators involved in FET.  

Crucially, both the Teacher Advisory Panel and Stakeholder Advisory panel are advising the 
study on parEcipant recruitment and retenEon.  

The Internal Advisory Panel comprises an internal advisory group from MIC, ESRI and UL and 
provides an opportunity for consultaEon and advice on the development of the study.  
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The InternaEonal Advisory Panel is an internaEonal scienEfic advisory group providing 
consultaEon and advice on the strategic development of the study.   
 

1.6.3 Researcher Posi2onality 
The team members, as teacher educators and researchers, recognise the complexity and 
diversity inherent in student-teachers’ and teachers’ professional journeys, understanding 
these paths as shaped by varied personal beliefs,  socio-cultural and economics environments, 
and macro frameworks. In exploring these journeys, we embrace a posiEonality grounded in 
transparency and reflexivity, recognising our dual roles as teacher educators aiming for quality 
teacher educaEon and researchers. Our data-gathering and analysis processes are informed 
by a commitment to honouring the voices and contexts of the teachers and student-teachers 
of this study, while being criEcally aware of our own perspecEves. By adopEng this approach, 
we aim to generate meaningful insights that respect the intricacies of professional growth and 
educaEonal pracEce. 

1.6.4 Counterac2ng Bias and Ensuring Rigour 

To enhance the trustworthiness and integrity of the TPJ study, careful attention is given to 
recognising and mitigating potential sources of bias at all stages of the research process. This 
includes reflexive consideration of researcher assumptions during the development of 
instruments, piloting of survey and interview questions to detect leading or ambiguous 
wording, and iterative refinement of qualitative protocols to support open, non-directive 
inquiry. In the analysis phase, multiple members of the research team will be engaged in 
collaborative coding sessions to reduce interpretive bias and ensure analytic consistency. 
Data triangulation across surveys, interviews, and focus groups will also serve to validate 
findings and surface any discrepancies. Finally, where pre-existing validated scales are used, 
their established psychometric robustness will help minimise measurement bias and support 
comparability across groups and over Eme. 

 

1.7 Sample 
The iniEal TPJ study sampling design as per the Request for Tenders (Teaching Council & 
Department of EducaEon, December 2022) planned gathering data from three cohorts of 
students: 

• 2025 graduates, i.e. covering years 1 to 3 in the profession, 
• 2022 graduates, i.e. covering years 4 to 6 in the profession, 
• 2019 graduates, i.e. covering years 7 to 9 in the profession. 
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The final agreed TPJ study sampling design will gather data from three cohorts of students: 

• The first cohort of graduates to come through Céim-based ITE, which spans: (i) 2026 
undergraduates and (ii) 2026 PME/FE graduates, i.e.  

o 2026 PME and FE course graduates, i.e. covering years 1 to 3 in the profession and 
surveyed during their final year of iniEal teacher educaEon (Wave 0) 

o 2026 graduates from undergraduate ITE, i.e. the first cohort coming through Céim-
based ITE, covering years 1 to 3 in the profession and also surveyed during their 
final year of iniEal teacher educaEon (Wave 0).  

• The cohort comprising 2022 graduates, i.e. covering years 4 to 6 in the profession. 
• 2019 graduates, i.e. covering years 7 to 9 in the profession. 

 
The decision to gather data from 2026 graduates of ITE undergraduate programmes Is 
important in terms of understanding the accreditaEon cycle experience of TPJ study 
parEcipants. Significantly, undergraduates of ITE in 2026 will be the first cohort of ITE students 
from Céim-designed ITE, i.e. accreditaEon cycle 2 (AC2).  

Table 1 collates the informaEon on the cohorts (2019, 2022, 2026) to be surveyed across the 
four data collecEon waves (waves 0, 1, 2, 3), their years of teaching experience (0-10 years),  
accreditaEon cycles experienced while in ITE (ITE Guidelines 2011, Céim guidelines 2022), 
Droichead window and where they were in their educaEon experience when COVID resulted 
in school and college closures.  

Two sources of contextual data on teaching learning and development will be gathered. First, 
one-to-one interviews (n=80) will be undertaken with a sub-set of teachers reflecEng the 
diversity of teaching contexts and study cohorts.   

Figure 1.4 rearranges this informaEon displaying the chronology of the accelerated 
longitudinal study and the parallel data collecEon from the cohorts and across waves.  

Table 1. TPJ cohorts’ alignment with ITE accreditaLon cycles, Droichead and COVID 

Cohort  
Programme 
Years of ‘first decade’ 

AccreditaQon 
cycle 1 or 2 

Droichead ‘window’ COVID  
Q1 2020-Q2 2022  

2019  
UG + PME 
Years 7, 8 & 9 

ITE Guidelines 
2011 (AC1)  

2019-22 Year 1-3 post-ITE 

2022 
UG + PME 
Years 4, 5 & 6 

ITE Guidelines 
2011 (AC1) 

2022-25 UG = ITE yrs 3 + 4 
PME= ITE yrs 1 + 2 
  

2026  
PME  
Years 1, 2 & 3 

Céim 2020 (AC2) 2026-28 Pre-ITE, most likely second 
and third year of UG degree 
if they progressed directly 
to PME 

2026  
UG 1st Céim cohort 
Years 1, 2 & 3 

Céim 2020 (AC2) 2026-2029 Pre-ITE, most likely final 2 
years of post-primary 
  

 



  Teachers’ Professional Journeys: The First Decade, Report No. 2 

 
 

 31  
 

Second, to capture informaEon on local contextual condiEons, snowball sampling will be 
combined with the previous purposive sampling of teachers to form school-based teacher 
groupings to parEcipate in focus groups. Rather than being employed for instrumental 
purposes, snowball sampling will generate a disEncEve type of social knowledge that is both 
emergent and interacEonal (Noy, 2008). Within each wave, there will be 10 focus groups (4 
primary, 4 post-primary and 2 further educaEon and training). Engagement with these groups 
will facilitate insights into teachers’ professional roles and journeys and how these are related 
to social and cultural idenEEes and norms, see for example ‘occupaEonal socialisaEon’ 
(Brouwer & Korthagen, 2005), and professional roles and contexts (Ballantyne & Retell, 2020). 

 

1.7.1 Recruitment and engagement 
A criEcal challenge in a large-scale longitudinal study such as TPJ is the recruitment and 
retenEon of the parEcipants. To ensure effecEve recruitment, TPJ study developed a detailed 
communicaEon plan that we uElise for sustained engagement with teacher educaEon 
stakeholders, survey parEcipants and the general public. In addiEon to a detailed 
communicaEon plan, TPJ has established relaEonships with key educaEon stakeholders, 
including teacher unions, course directors and heads of departments at Higher EducaEon 
InsEtuEons (HEIs) offering teacher educaEon programmes. The TPJ data collecEon process 
involves: (1) focus groups with teacher educaEon stakeholders, (2) a survey of teachers in 
three cohorts i.e., 2019, 2022 and 2026 cohorts) and (3) one-to-one (as well as focus group) 
interviews with teachers. 

Recruitment for the first category involves sustained communicaEon with Higher EducaEon 
InsEtuEons (HEIs), parEcularly course directors and heads of departments. Our approach has 
included providing a brief descripEon of the study’s aims and objecEves, followed by an 
invitaEon to parEcipate. The second category, comprising survey parEcipants, is of criEcal 
importance. For recruitment of the 2026 cohort - final-year undergraduate and PME students 
- TPJ will build on established relaEonships with course leaders and department heads, vis-à-
vis disseminaEon of the survey to student teachers. For the remaining cohorts of pracEcing 
teachers, recruitment will be carried out through established communicaEon channels, 
informed by the advice of key educaEon stakeholders such as teacher unions, educaEon 
bodies and members of the TPJ Teacher Advisory Panel. 

The study will appeal to parEcipants’ sense of altruism and will seek to build trust by 
emphasising its commitment to providing teachers in Ireland with a collecEve ‘voice’ as 
representaEves of the wider teaching community. 

For the final category of one-to-one (and focus group) interviews with teachers, in addiEon to 
the strategies menEoned above, we also plan to rely on periodic contact with the parEcipants 
and building trust “through building study credibility and consistency” (McCarron et. al. 2022.) 
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Figure 1.4. TPJ Data CollecLon Waves and Teacher Cohorts 2025-29 
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1.8 Surveys 
As noted above, the survey phase involves an annual survey of three cohorts of ITE graduates: 

• 2026 graduates – covering years 1 to 3 in the profession but also surveyed during their 
final year of iniEal teacher educaEon in Spring 2026 (Wave 0). 

• 2022 graduates – covering years 4 to 6 in the profession. 
• 2019 graduates – covering years 7 to 9 in the profession. 
 
The inclusion of a wave 0 data collecEon point for 2026 graduates has two advantages: it will 
allow us to capture contemporaneous views of ITE programmes – asking about percepEons of 
ITE in the first year of teaching may be, at least partly, coloured by experiences of their first 
year of teaching; further, it is likely to promote beLer buy-in to the study, boosEng subsequent 
response rates for this cohort.  
  
Rather than taking a representaEve sample of the three cohorts, the survey will be sent to the 
full cohort/populaEon (approximately 3,000+ per cohort across primary, post-primary and 
further educaEon and training). Cognisant of GDPR regulaEons, communicaEon with each 
cohort will be facilitated through using Teaching Council databases to contact cohort 
members. A complete populaEon survey will provide sufficient numbers to separate out those 
from different HEIs, those from concurrent or consecuEve courses, and (where appropriate) 
those with different subject specialisms. A representaEve sample would make it difficult to 
have sufficient power to disentangle these key dimensions of the contextual influences on 
teacher experiences.  The survey will be conducted via the online pla�orm, Qualtrics, which 
is fully compaEble with GDPR regulaEons. An online survey will be more convenient for 
respondents who can complete the survey in their own Eme. It also has the advantage of 
minimising costs, given the soaring costs of face-to-face interviewing and increasing difficulty 
in recruiEng large numbers of interviewers for fieldwork. Previous experience indicates that 
most respondents complete online surveys on their phone, so quesEonnaires will be designed 
to be user-friendly on a mobile phone screen.  
  
Key issues in survey research are iniEal response rates and subsequent aLriEon. Experience 
internaEonally (Lynn, 2012; Watson et al., 2009) indicates a long-term decline in survey 
response rates, with a parEcular acceleraEon in the wake of the COVID pandemic (Lynn et al., 
2024). The study team will adopt a proacEve approach to respondent recruitment and 
retenEon. The stakeholder advisory group will draw on representaEves from all ITE providers 
and ensure buy-in at insEtuEonal level. Buy-in from teacher representaEve associaEons will 
also be crucial. Social media and a dedicated website will be used to promote engagement 
and to feedback iniEal findings from the research to parEcipants, which will help counter 
aLriEon to sustain involvement. Messaging will exploit the fact that the whole cohort are 
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being surveyed to promote mutual encouragement to parEcipate among peers and to 
highlight the important contribuEon to policy and pracEce.  
 

1.9 Interviews 
Ascertaining the beliefs, perspecEves and percepEons of individuals can be difficult as people 
can ojen struggle to arEculate them (Kagan, 1992). Research has suggested that an effecEve 
way to overcome this challenge is to use a mulEtude of research instruments which will allow 
such beliefs and percepEons to be invesEgated in a more nuanced way (Schraw & Olafson, 
2015). In addiEon to this, since the turn of the century longitudinal studies have increasingly 
uElised interviews and other research instruments that allow for the collecEon of qualitaEve 
data (Hermanowicz, 2013). According to Hermanowicz (2013, p.190), the use of interviews 
allows not only for an invesEgaEon of one’s beliefs and perspecEves but also allows 
researchers to idenEfy “temporal change across lives, and [to explore] how people interpret 
and respond to such change”. Furthermore, Ruspini (1999) propounds that qualitaEve 
interviews are effecEve for use in longitudinal studies as they allow researchers to gain a 
beLer understanding of developmental change. Such developmental change is at the heart of 
the TPJ.  

‘We interview to find out what is in and on someone else’s mind to gather their stories’ 
(PaLon, 2015, p.426). The purpose of interviews is to develop insights into new teachers’ 
professional journeys. In the interviews, therefore, we aim to enter their perspecEve with 
recogniEon that their views are meaningful, knowable and can be made explicit (PaLon, 2015) 
remembering that ’what is perceived to be real is real in its consequences’ (p. 246). The semi-
structured interviews will complement survey data by capturing more in-depth insights into 
teachers’ experiences across Eme.  

 

1.10 Experience Sampling Methodology 

Experience Sampling Methodology (ESM), someEmes referred to as “ambulatory self-report” 
(e.g., Conner & BarreL, 2012) or “intensive-longitudinal designs” (e.g., Bolger & Laurenceau, 
2013), is a research technique used to collect data on people's thoughts, feelings, and 
behaviours in real-Eme or close to real-Eme. Instead of relying on retrospecEve self-reports, 
which are ojen prone to bias due to memory distorEons or subjecEve beliefs (Kahneman, 
2011), ESM takes an expanded epistemological stance regarding what we can know and learn 
about individuals by capturing informaEon as parEcipants go about their daily lives.  

The focus of ESM is examining experience in situ as people live their lives. It typically involves 
the use of prompts that can be delivered using smartphones, apps, or other digital devices, 
making it easier to track experiences throughout the sampled day(s). Consequently, ESM 
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provides access and proximity to sepngs and subjecEve experiences that researchers would 
otherwise have no means of probing. Studies uElising ESM have invesEgated diverse 
educaEonal phenomena focusing on both students and teachers. Studies of students have 
examined many areas including students’ moEvaEon (Musher-Eizenman, Nesselroade, & 
Schmitz, 2002), engagement and learning (Shernoff, Ruzek, & Sinha, 2017; Shumow, Schmidt, 
& Zaleski, 2013), academic emoEons (Goetz, SEcca, Pekrun, Murayama, & Elliot, 2016), and 
feelings (Moeller, BrackeL, Ivcevik & White, 2020). Similarly, studies of teachers have explored 
topics as diverse as the interacEve relaEonships of teacher educaEon students’ self-efficacy, 
contextual features, and behavioural and cogniEve engagement in authenEc mobile learning 
contexts (Xie et al., 2019), teachers' emoEons, their instrucEonal behaviour, and students' 
emoEons in class (Becker et al., 2014), the effect of various types of teaching methods on 
students’ emoEons during mathemaEcs lessons (Bieg et al., 2017) and gaining insights into 
what happens in teachers' daily lives by examining their daily pracEce (Compagnoni et al., 
2024). 

By capturing experience, affect, and acEon in the moment and with repeated measures, ESM 
will be parEcularly useful within the context of the TPJ study for several reasons: 

1. Real-Time Insights: ESM will allow teachers to capture and communicate their 
thoughts and feelings about their professional lives (for example, levels of efficacy, 
approaches to teaching and learning), and their own experiences as they happen, 
providing immediate context that retrospecEve methods might miss. 

2. ReflecLve PracLce: Prompts for self-reflecEon can encourage teachers to think 
criEcally about their pracEces, interacEons, and emoEonal responses, leading to 
professional growth and the development of insights that may be informaEve for the 
TPJ study. 

3. Classroom Environment: By tracking experiences in different school and classroom 
contexts (e.g., primary or post-primary level, DEIS and non-DEIS contexts), ESM can 
provide insights into the impact of various school- and classroom-level factors that 
influence teacher professional experiences. 

4. Longitudinal Data: Using ESM over Eme allows for tracking changes in teachers' 
experiences, helping to provide insights into how local and global factors impact on 
teachers’ professional lives. 

 

1.11 Data protecQon  
Data protecEon in social science is one of the central aspects of research ethics. This involves 
safeguarding the privacy and confidenEality of parEcipants by managing their personal and 
sensiEve data in a secure manner. In the EU, this ethical commitment was codified into law in 
2018, and researchers must comply with legal and ethical standards of the General Data 
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ProtecEon RegulaEon (GDPR), which dictate how data can be collected, stored, used, and 
shared.  

In a social science study, data protecEon pracEces are put in place so that the personal and 
sensiEve informaEon collected from parEcipants is handled in a way that respects their 
privacy, confidenEality, and legal rights; the integrity of research subjects must be upheld. 
Social science research ojen involves gathering data on individuals’ behaviours, opinions, 
demographics, and personal experiences, making it crucial to protect that data from misuse 
or unauthorised access. 

Key aspects of data protecEon include: 

• Informed consent: Ensuring parEcipants understand how their data will be used and 
agree to it. 

• AnonymizaLon or pseudonymisaLon: Removing or disguising idenEfiable 
informaEon to protect individuals' idenEEes. 

• Data security: ImplemenEng safeguards such as encrypEon, password protecEon, 
and restricted access to prevent data breaches. 

• Compliance with legal standards: Adhering to relevant data protecEon laws, which 
govern how data can be processed, stored, and shared. 

In line with ethical best pracEce, the TPJ study design ensures that only data which directly 
supports the research objecEves and planned analyses will be collected. This safeguards 
parEcipants’ Eme and respects data minimisaEon principles, avoiding the collecEon of 
unnecessary or unused data. 

Data protecEon in social science thus ensures that knowledge producEon mechanisms respect 
the privacy and rights of parEcipants. 

As a social scienEfic study that will be collecEng large amounts of qualitaEve and quanEtaEve 
data, TPJ will safeguard the privacy and confidenEality of parEcipants by managing their 
personal and sensiEve data in a secure and ethical manner. It should be noted that in 
longitudinal social science research, data protecEon presents several challenges due to the 
extended Eme frame and sensiEve nature of the data. The TPJ data management aims to 
ensure parEcipant confidenEality over mulEple data collecEon waves, which will span four 
waves of data for the 2026 cohort and three waves of data collecEon for the 2022 and 2019 
cohorts respecEvely. Data collecEon with teachers is commencing in late 2025. In a 
longitudinal study, the risk of re-idenEficaEon grows as more data points are collected, 
parEcularly when combined with other public data sources. To miEgate these risks, TPJ will 
maintain secure storage using University of Limerick storage faciliEes and robust cybersecurity 
technical and organisaEonal measures to prevent breaches.  
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In a longitudinal study, researchers also face challenges in obtaining and managing ongoing 
informed consent, as parEcipants’ privacy concerns and data usage preferences may evolve. 
These issues are compounded by the need to comply with changing legal and ethical data 
protecEon frameworks, such as GDPR, which may impact data handling, sharing, and storage 
pracEces over Eme. In order to overcome these challenges, we have a detailed data 
management plan in place. 

 

1.12 Research ethics approval process  
The TPJ study has received ethical approval. The TPJ ethics applicaEon was prepared by the 
Research Study Management Team (RSMT) and submiLed to the University of Limerick School 
of EducaEon and Health Sciences Research Ethics CommiLee. The ethics applicaEon 
components for the study included the following list of documentaEon:  

• A completed applicaEon form with signatures from each member of the research 
team and the Head of Department/School.  

• An Appendix of study materials that contained: 
• Sample text to be used for recruitment (e.g., emails, social media posts), and 

leLers to gatekeepers; 
• Consent documents (e.g., informaEon sheet, consent form); 
• Research Privacy NoEce; 
• Data collecEon tools, sEmulus materials, and any other documentaEon to 

describe or illustrate what parEcipants will do and how data will be collected 
from them. 

• Approved Procedure/Risk Assessment. 

The TPJ study has prepared a detailed Data ProtecEon Impact Assessment (DPIA) document 
which forms the basis of the ethics applicaEon. The main secEons of the ethics applicaEon 
include: 

• SecEon I: Ethical Issues Checklist that allows the commiLee to assess whether the 
proposed research could pose greater than minimal risk to parEcipants 

• SecEon II: QuesEons related to risk assessment 
• SecEon III: A secEon in which the aims, objecEves, and the research quesEons are 

clearly laid out for the commiLee in a “jargon-free” language. 
• SecEon IV: A secEon which provides informaEon about the recruitment of research 

parEcipants. 
• SecEon V: Explains how informed consent will be obtained from the parEcipants. 
• SecEon VI: Describes the Care and ProtecEon of Research ParEcipants 
• SecEon VII: Provides a detailed explanaEon of implemented pracEces for protecEon of 

parEcipants’ confidenEality and personal data 
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• SecEon VIII: A secEon explaining how the study will disseminate the findings both to 
the wider academic community and to the parEcipants and/or the community or 
organisaEons that may have a vested interest in the TPJ research. 

The aim of research ethics approval process is to ensure that research is conducted according 
to best pracEce and in accordance with ethical standards in research. TPJ prioriEses 
safeguarding the health, welfare, dignity and rights of human parEcipants and the researchers 
undertaking the work in order to minimise risk to these parEes. The key principle underlying 
the process is respecEng the dignity of the parEcipants through a number of measures 
including making sure consent is informed and voluntary, protecEng the personal data of the 
parEcipants using robust security measures, anEcipaEng and acknowledging key ethical issues 
that may arise within the study and making relevant precauEons, and ensuring the study 
upholds principles of care and protecEon of research parEcipants with careful risk assessment 
and sepng reasonable Eme commitment goals for the parEcipants. 
 

1.13 Conclusion  

This chapter has outlined the rationale, principles, and design of the Teachers’ Professional 
Journeys (TPJ): The First Decade longitudinal study. Rooted in a conceptual framework that 
recognises the complex interplay of beliefs, competencies, contexts, and system-level 
influences, the study seeks to generate evidence about the professional lives of teachers 
across the first nine years of their careers. It adopts an accelerated longitudinal, mixed-
methods approach that allows for cross-cohort comparisons and the tracking of change over 
time. 

Drawing on cognitive and sociocultural perspectives, and conceptualising teaching as a 
socially situated practice, TPJ is designed to capture the lived experiences of early career 
teachers as they navigate evolving professional, organisational, and policy environments. 
While informed by relevant national policy developments, including Céim, Droichead, and 
Cosán, the study is not an evaluation of these frameworks. Rather, it offers a broader lens 
through which to understand the dynamic conditions and support structures that shape 
teachers’ professional learning, wellbeing, and career trajectories. 

The next chapters detail the survey instruments and qualitative methods developed for the 
study, as well as the ethical, methodological, and practical considerations that underpin data 
collection and analysis. 
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Chapter 2. TPJ Conceptual Framework and study 
instruments 

The survey is purposefully designed to align with the framing set out in the tender document 
(Teaching Council, 2022), build on findings from the literature reviews (see TPJ Report 1 and 
Figure 1.1 above), incorporate insights from other relevant research literature, and integrate 
feedback from advisory panels and stakeholder contribuEons.  

The selection and use of validated scales is central to the integrity and usefulness of the TPJ 
study’s data collection instruments. Established scales, such as those used in the OECD’s 
Teaching and Learning International Survey (TALIS), offer the advantage of strong 
psychometric properties, including demonstrated reliability and validity across diverse 
educational contexts. The adoption of such well-tested scales supports the rigour of 
measurement within the TPJ study while enabling meaningful international comparisons. 
Furthermore, because the TPJ study employs an accelerated longitudinal design, the use of 
consistent, validated measures across waves allows for robust comparisons over time and 
across cohorts. This supports the examination of change and continuity in teacher 
development during the first decade of professional life.  

To ensure the conEnued validity and reliability of the longitudinal measures used in the TPJ 
study, not all survey items are reproduced in this report. This approach safeguards the 
integrity of core instruments over mulEple data collecEon waves and preserves the 
comparability of results over Eme. The appendix provides demographic and contextual items, 
together with examples from other secEons of the survey, to illustrate the breadth and design 
of the instrument. Many of the core items are drawn from established, validated scales (e.g., 
TALIS), which remain accessible through their original sources. 

In addiEon, the TPJ survey design emphasises the following: 

1. Longitudinal emphasis: PrioriEses the longitudinal aspects of design including the 
repeated administraEon of items and scales relaEng to a variety of constructs such as 
teaching efficacy (and other outcome measures), classroom context scales, school 
environment etc. TPJ will also leverage cross-secEonal elements for other variables, 
such as demographic characterisEcs or situaEonal factors, at a single point in Eme 
across different cohorts.  

2. Length: PrioriEses maintaining a concise survey length to minimise the risk of reduced 
response rates. This approach is intended to balance the need for comprehensive data 
with the importance of a posiEve user experience, parEcularly given the survey's 
longitudinal design and repeated measures. 

3. Capture change wave-to-wave: Capture what has changed since the previous wave, 
e.g. job moves, contracts etc. 
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4. Research-informed: Drawing on reviews of the literature, and other sources where 
relevant, link domains from the conceptual framework to the survey and hypothesised 
relaEonships between variables/measures. 

5. AdopLon/adapLon of exisLng (short) scales: In using scales, adopt and/or adapt 
short scales with fewer items and robust sub-scale measures. Short scales with well-
validated sub-scales provide strong psychometric reliability and construct validity, 
allowing the measurement of specific constructs accurately with fewer items. This 
reduces the potenEal for aLriEon, helping to maintain higher response rates and data 
integrity over the study period. 

6. Purposeful choice of measures across all three waves, two waves or one wave only: 
• choice of measures to be repeated across all waves, i.e. longitudinal, such as 

teaching efficacy.  
• choice of measures to be administered only once, i.e. cross-secEonal, such as 

beliefs about teaching and learning. 

In construcEng the Teachers’ Professional Journeys study survey instruments, the design 
choices are explicitly informed by the TPJ conceptual framework. This is illustrated in Table 2.1 
demonstraEng how the conceptual framework domains and constructs are aligned with the 
proposed survey scales and the number of items in each of the scales. Details of the linkages 
to the research literature can be found in Report 1.  The main survey instrument will allow for 
rouEng for primary and post-primary teachers to capture differences in the nature of their 
jobs. Recognising the disEncEve nature of the FET sector, a separate version of the survey 
instrument will be devised for FET graduates, adapted to reflect differences in terminology, 
for example, around ‘learners’, and differences in the nature of the role.  
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Table 2.1 Planned survey scales/items, as aligned with TPJ Conceptual Framework  

The table summarises selected proposed survey scales and items for Waves 0 and 1 of the 
study. It is not an exhausEve inventory. In subsequent waves, items may be adapted or 
subsEtuted to address emerging prioriEes or contextual changes, while preserving the 
capacity for longitudinal analysis. 

 

Conceptual Framework domain + Construct  Origin of Scale and sub-
scales*  

Number of items  

1. Macro contexts: Sectoral, Curriculum and Socioeconomic   
Teacher supply   Developed for TPJ Items in this domain include specific 

ques2ons requiring respondents to 
provide demographic and contextual 
informa2on (e.g., accredi2ng 
ins2tu2on, year of gradua2on). 
These data points will be used to 
inform analysis across related 
constructs such as teacher supply, 
economic context, and curriculum or 
structural reforms.  
  
   

ITE accredita2on   Developed for TPJ 
Curriculum reforms at primary, post-primary   Developed for TPJ 
Economic    Developed for TPJ 
ITE restructuring   Developed for TPJ 

2. Teacher beliefs (Student teacher beliefs) + Teacher competence ( i.e. self-perceived)  
Beliefs re teaching and learning  NEPS (SC3, Q4) Eight items with a four-point Likert 

scale  
Beliefs re ability   NEPS (SC3, Q7) Nine items with a four-point Likert 

scale  
Beliefs about inclusion Developed for TPJ Three items with five-point Likert 

scale 
Mo2va2on to teach  TALIS 2018 Seven items with a four-point Likert 

scale  
Teaching efficacy   See Component 9a outcomes See Component 9a outcomes  
Readiness to teach   Modified from Matsko et al.  

(2020) for TPJ context 
One item with mul2ple sub-
ques2ons 
  

3. Teacher background and professional experiences  
Gender   Developed for TPJ  One  
Age   Developed for TPJ  One  
Type of post-primary school   Developed for TPJ  One  
Ethnicity/ migrant background   Developed for TPJ  One  
Disability/illness  Developed for TPJ  One 
Parental educa2on (social background)  Developed for TPJ  One 
Religion  Developed for TPJ  One 
Sexual orienta2on   Developed for TPJ  One  
ITE programme: concurrent or consecu2ve   Developed for TPJ  One  
1st SP – school type   Developed for TPJ  One 
Final SP – school type   Developed for TPJ  One 
Droichead experience   Developed for TPJ  One 
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TCx3 Teaching loca2on   Developed for TPJ  One  
TCx3Type of contract   Developed for TPJ  One 
TCx3 Travel 2me to school   Developed for TPJ  One 
Stress   MHI-5 scale  

TALIS2018 items (Q51, 52)  
Has five items 
Five items on stress and 12 items on 
posi2ve and nega2ve emo2ons  

4.  Macro contexts: School/educaQonal organisaQons 
a. Sector   Developed for TPJ  One 
b. DEIS/non-DEIS   Developed for TPJ  One 
c. School diversity profile    Developed for TPJ  One  
d. School size  Developed for TPJ  One 
e. Mul2-/single-grade class (primary)  Developed for TPJ  One 
5.  Classroom contexts/environment 
a. Student composi2on   TALIS2018 (Q41)  Adapted: 8 items capturing 

propor2on of students in different 
groups   

b. Disciplinary environment   TALIS2018 items (Q44, Q45) Adapted: four items with Likert scale  
6.  School contexts/environment 
a. Autonomy /agency   TALIS2018 (Q40)  Five items using a 4-point likert scale 
b. Leadership  Organisa2onal well-being  

scale (Collie et al., 2015) 
 Six items capturing contextual 
influences on wellbeing 
  

7. PracQce/enactment of teaching 
a.  Approach to teaching and learning   Developed for TPJ   Mul2ple-items using a 5-point likert 

scale 
8. Teacher Professional Learning 
a. Experience/role as mentor  Developed for TPJ  Two items 
9. TPJ Outcomes 
a. Teaching efficacy   TALIS2018 (Q34)  13 sub ques2ons using a 4-point 

likert scale 
b. Commitment to teaching (incl. reten2on 

inten2on)  
 Developed for TPJ  Mul2-ques2on 

c. Teacher well-being (incl. posi2ve 
emo2ons)  

 TALIS2018 12 items on posi2ve and nega2ve 
emo2ons (see above)  

d. Resilience    Smith et al. (2008) scale Mul2-ques2on  
e. Job sa2sfac2on   TALIS2018 (Q53)  10 items using a 4-point Likert scale  
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2.2 Interviews: ITE-HEIs and other stakeholder groups 2024-25 
The categories of stakeholders to include are teacher unions, patronage and managerial 

bodies, principals’ networks, parent bodies, state educaEon agencies, representaEves of the 

FET sector, teacher educaEon HEIs, student unions, Gaelscoileanna, and COGG. Informed by 

the TPJ research objecEves, data collecEon will primarily address Research ObjecEves (RO) 4 

and 5:   

• RO4: To review the ability of ITE programmes, Droichead and Cosán to respond to 

naEonal prioriEes, policy and pracEce developments.  

• RO5: To consider issues relaEng to teacher supply, diversity and retenEon. 

 

Table 2.2 Focus Group Interview Schedule (*General draf- not all quesLons relevant to all 

stakeholder groups) 

 

Macro contexts: Sectoral, Curriculum and Socio-economic: 

• Teacher supply (Q5) 

• ITE accreditaEon (Q4) 

• Curriculum reforms at primary and post primary (Q4) 

• Economics (Q5) 

• ITE restructuring (Q4) 

To review the ability of ITE programmes, Droichead and Cosán to respond to naLonal 

prioriLes, policy and pracLce developments (Q4) 

• What mechanisms or processes are in place to enable ITE providers to adapt their 

programmes so they can address naEonal prioriEes and respond to policy and 

pracEce developments? (HEIs) 

• What mechanisms or processes are in place to enable schools to adapt their 

engagement with Droichead and Cosán so they can address naEonal prioriEes and 

respond to policy and pracEce developments? (Management Bodies, IPPN, NAPD, 

Unions, Inspectorate, Oide) 

• What constrains the adaptaEon of programmes and responsiveness of ITE 

providers to evolving policy/ pracEce developments? (HEIs) 
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• What constrains schools’ capacity to adapt and respond to evolving policy/ 

pracEce developments? (Management Bodies, IPPN, NAPD, Unions, Inspectorate, 

Oide) 

• What currently works in the system to promote responsive adaptaEon? What else 

could be done?  

• What constrains HEIs and schools’ capability to ensure ITE/ Droichead and Cosán 

are fit for purpose/ responsive to naEonal and local policy prioriEes? 

• To what extent does ITE prepare NQTs for today’s classrooms? How does 

Droichead and Cosan interact with ITE to extend preparedness?  

Teacher supply, diversity and retenLon (Q5) 

• How are ITE programmes contribuEng to/ supporEng/ ensuring future teacher 

supply? 

• Currently, are there other contributory factors supporEng future teacher supply? 

• What threatens future teacher supply? 

• What opportuniEes exist to ensure future teacher supply? 

• How do ITE programmes and the professional development process promote/ 

maintain the aLracEveness of the teaching profession? 

• Currently, are there other contributory factors promoEng the aLracEveness of the 

teaching profession? What else can be done? 

• What factors are impacEng the aLracEveness of the teaching profession and what 

can be done?  

• How can heterogeneity/ diversity be enhanced within the profession? 

• What limits the advancement of diversity in the profession? 

• What does/ would enable greater diversity in the profession?  

PracLce/ Enactment of Teaching 

• Curriculum and assessment context (Q4) 

• Openness to innovaEon (Q4) 

• To what extent are newly qualified teachers prepared for teaching? 

• How adapEve/open are NQTs to changing policy/ pracEce/ curricular landscapes?  

Classroom & school context & culture (Q5)  
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•  Classroom environment, e.g. classroom disciplinary environment, Eme on task 

•. Professional support, agency & collaboraEon 

•. Student characterisEcs  

•. Leadership 

• How does school organisaEon and culture impact on NQTs capacity to adapt/ 

learn/ grow?  

 

2.3 Interviews with teachers 

2.3.1 Summary paragraph looking at studies that have done similar interviews 
(see TPJ Report 1)  
Longitudinal studies usually employ a mixed-methods strategy, typically combining surveys 
and interviews (e.g. Brantlinger, 2021; Swain et al., 2010). Interviews are usually used in 
studies with mulEple qualitaEve methods combining with quanEtaEve data sources (e.g. 
Cochran-Smith et al., 2012). In a mixed methods sepng, interview methodology plays a criEcal 
role, providing context, data breadth, and depth to large-scale survey data. In a parEcularly 
interesEng example, Jiang (2021) conducted a 3-year longitudinal study of a single teacher in 
China, based on interview methodology, to understand the relaEonships between teacher 
emoEons and curriculum reform in STEM educaEon. The study adopted a diverse approach to 
qualitaEve data collecEon encompassing in-depth, semi-structured interviews, three 
conversaEons, personal emoEonal diaries, and correspondence records. Findlay (2012) used 
a repeated semi-structured interview schedule in a study that discusses the development of 
beginning physics teachers' pedagogical content knowledge (PCK) in the context of teaching 
basic electricity during a one-year Professional Graduate Diploma in EducaEon (PGDE) course. 
This study followed the student-teachers ajer graduaEon for the teachers’ first few years of 
teaching, i.e. over a period of four-and-a-half years in total. There also exist studies such as 
Rigby et. al. (2020) that use mulEple qualitaEve data sources such as audio-recorded teacher 
group meeEngs in addiEon to interviews, and synthesise this with quanEtaEve data obtained 
from informal social network surveys and student-level standardized test scores. Here 
interview data is triangulated with two different forms of quanEtaEve data. Most of these 
studies aimed to establish the trustworthiness of interviews (Kvale & Brinkmann, 2009) at the 
data analysis stage through achieving coding consistency among different researchers. A 
striking contrasEng approach is provided by Wong et al. (2015), who employed a fully 
structured Teacher Beliefs Interview (TBI) rubric developed by Luj and Roehrig (2007), and 
undertook a 5-year mixed-methods study examining whether beginning secondary science 
teachers' (n=35) beliefs were related to their persistence in teaching in order to invesEgate 
the role, if any, of teacher beliefs as a potenEal influence on persistence in teaching.  A 
reliability score was also calculated through a Cronbach’s alpha. These handful of examples 
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sufficiently demonstrate the versaElity of interview methodology. Rather than being a singular 
source of data, interviews can be constructed and analysed in mulEple ways situated within 
diverse analyEcal environments towards achieving diverse epistemic goals.  

2.3.2 Interviews in the TPJ Study  
Repeated interviews with teachers in the early years of their career will be at the centre of 
the research methodology employed in this study. Teacher interviews, coupled with teacher 
surveys, address the research objecEves associated with this longitudinal study to invesEgate 
teachers in their first decade following iniEal teacher educaEon: 

• Aptudes, values beliefs and experiences in relaEon to teaching and learning (Research 
ObjecEve 1);  

• PercepEons of their capacity to meet the needs of their learners (Research ObjecEve 2);  
• Early professional learning and career experiences (Research ObjecEve 3).  

Purposive sampling will be used to select teachers for interview from those survey parEcipants 
who have agreed to be contacted to parEcipate in a follow-up interview. Preliminary analysis 
of all survey responses will allow for selecEon of informaEon-rich cases that represent a range 
of formaEve experiences, contexts, aptudes, values and disposiEons.  

Each wave of data collecEon will incorporate interviews with 80 teachers/pracEEoners (30 
primary, 30 post-primary and 20 further educaEon and training). A teacher that tracks across 
all data collecEon points for the 2026 cohort will complete four interviews across four years. 
A teacher that tracks across all data collecEon points for the 2019 and 2022 cohorts will 
complete three interviews across three years These will involve an online format to provide 
flexibility to accommodate the availability of parEcipants. Each interview will be 
approximately one hour in length and follow a similar format.  

 

2.3.2.1 Student teacher Interviews (Wave 0) 
As menEoned in Chapter 1 of this report, the decision was made to gather data from students 
in their final year of iniEal teacher educaEon. In order to ensure that semi-structured 
interviews provide meaningful insights into the phenomena being invesEgated during ITE, the 
conceptual framework underpinning this study guided the design of the interview quesEons 
for use with student teachers in this study. Each component of the conceptual framework that 
was concerned with teachers’ beliefs, pracEces and professional learning was considered and 
open-ended interview quesEons that allowed for a thorough invesEgaEon of these constructs 
were developed. Once this was complete, the research team then revisited the research 
objecEves that were also guiding this study. Each quesEon contained in the interview was then 
mapped to one or more research objecEves, see Table 2.3 below.  
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Table 2.3: Link between interview quesLons, conceptual framework and research 
objecLves 

Conceptual 
Framework 
Component 

IllustraLve student teacher and teacher 
interview quesLon(s) 

Research 
ObjecLves Link 

2.1 Beliefs about 
teaching and 

learning 
 
 

What does ‘good’ teaching look like for you as a 
primary/post-primary/FET teacher? Can you 
share an example that you recently experienced? 

RO1 

What supports you to be a good teacher? 
What gets in the way? RO1 

Teaching in the classroom is mulE-faceted and 
complex. If you were asked to select your top two 
teaching strengths, what those would be?  i.e. 
aspects of classroom teaching do you think you 
do especially well 

RO1 

Are there parEcular aspects of your classroom 
teaching that you would like to develop further? 
Could you give me an example? 

RO1 

Have your teaching pracEces changed since entry 
to your ITE programme/ the profession? In what 
ways? 

RO1 

Have your views on what consEtutes effecEve 
teaching changed since entry to your ITE 
programme? Since graduaEon? In what ways? 

RO1 

2.3 MoEvaEons to 
teach 

Why did you decide to become a teacher? RO3 
To what extent has your choice of teaching as a 
career or profession changed over Eme? RO3 

What is next for you on your journey as a 
teacher? RO3 

What is your most significant hope? 
What is your most significant concern or fear if 
any? 

RO3 

2.4 Readiness to 
teach 

You are now in your ______ year as a teacher, 
what have been the key points in your journey to 
date as a teacher? "Aha" moment or key 
moments that stand out .. these could have been 
in ITE or related to different roles or experiences 
you have had 
What supports have you relied on during that 
journey?  
What has been the most challenging for you  on 
that journey? 

RO1/RO2/R03 

For graduates: how soon did you start a teaching 
job ajer leaving ITE? Any Eme spent RO3 
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3. Teacher 
background and 

experience 

unemployed? Type of contract and school. 
Changes in job and reasons for change. 
For final year students: type of school for (last) 
placement. PercepEons of experience. Job-
seeking acEvity to date. RelaEve importance of 
different criteria in job-seeking. 
We have just spoken about students and 
inclusion, we are interested to hear about your 
experience and views on the extent of diversity in 
the teaching profession?  
How can iniEal teacher educaEon aLract greater 
diversity in the profession? 

RO5 

5.1 Student 
composiEon 

What is your experience of student diversity in 
your school/ school placement(s)? RO2/RO3 

Can you provide an example of a recent posiEve 
experience? RO2/RO3 

Can you give an example of a challenging 
episode? RO2/RO3 

 

2.3.2.2 Interviews with Teachers (Waves 1-3, all cohorts UG + PME) 
The purpose of the first interview is to capture the story of teachers’ lived professional 
experiences. The interview guide will, therefore, be further refined based on preliminary 
analysis of survey one data. Subsequent interview guides will build on interview one findings 
by exploring the temporal unfolding of the experience of being an early career teacher, giving 
aLenEon to temporality and place, alongside personal and social consideraEons (Clandinin & 
Connelly, 2000).  

The qualitaEve interviews will be conducted by several different members of the research 
team. It is important, therefore, that the researchers share a common sensibility and approach 
to these conversaEons. In preparaEon, researchers will discuss interview skills including 
establishment of rapport, being authenEc and trustworthy, being genuine in listening and 
engaging. Several efforts will be made to enhance the trustworthiness of the data collecEon 
process. Following compleEon of one interview, the team of researchers will debrief and 
discuss issues and opportuniEes to promote a shared approach and refine the interview 
protocol as needed.  

Based on the interview design process the interview guide for interview one is outlined in 
Table 2.4. 
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Table 2.4 Interview guide for interview one with teachers from 2019 and 2022 cohorts 
 

Conceptual Framework 
Component  

IllustraLve quesLons for teacher 
interviewees 

Research 
ObjecLves Link  

Component 2a, 3, 4, 5, 6, 9 
FormaEve experiences, 
aptudes, beliefs and values 
 

Pre-interview acEvity: Draw a Emeline 
outlining significant moments on your 
journey of becoming and being a teacher.  
In the interview: Tell me about the 
Emeline you created.  
PROMPTS: Why did you select this 
moment to write about?   
Which moments would you idenEfy as 
most influenEal in the teacher you are 
today?  
Are there any moments here that you 
would consider a turning point?   

1 

Component 2b, 5, 6, 7 
PercepEons of teaching 
capaciEes/ competencies 
 

What aspects of your teaching are you 
most confident in? 
What are the biggest challenges you face 
in meeEng learner needs? 
PROMPTS: for example, being inclusive, 
assessment, planning, management etc. 

2 

Component 3, 4, 6, 8 
Professional learning and 
career experiences 
 

IdenEfy the standout professional 
learning and early career experiences 
that have most impacted (either 
posiEvely or negaEvely) your everyday 
teaching?  
PROMPT:  Consider ITE, Droichead, 
Cosán, professional development 
courses, colleagues. 

3 

Component 1, 7 
ITE/Droichead 
 

Can you describe your view on the 
teaching profession? In what ways has 
this changed (if any) since you started 
teaching?  
Can you describe what it is like to be an 
early career teacher in Ireland today? 
PROMPTS: Would you recommend 
someone else to be a teacher?  
Do you feel supported?  
Do you feel valued?  

4 

Component 5, 6, 8, 9 
Teacher supply and 
retenEon 
 

From your current viewpoint, looking 
back, was entering the teaching 
profession a good decision for you? 
Explain. 

5 
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Looking ahead from here, what are the 
next steps in your career- where do you 
see yourself in the medium to long-term? 
What are the major factors that 
determine your saEsfacEon as a teacher 
going forward [that will keep you 
wanEng to be a teacher]? 

Other areas Has our interview captured your 
experiences? 
Is there anything you would like to add?  

 

 

All interviews will be recorded using secure electronic voice recording via MS Teams or voice 
recorder where MS Teams is not available. All recordings will be stored on the shared 
password-protected Teams site in line with the ULREC ethical approval through the University 
of Limerick Faculty of EducaEon and Sciences research ethics approval process as well as the 
DPIA. Recordings will be transcribed verbaEm and the original recordings will be destroyed 
ajer transcripEon has been checked, as per GDPR requirements.  

This approach to interview design ensures that the quesEons included in this semi-structured 
interview would provide new insights into teachers’ beliefs, aptudes and perspecEves as they 
traversed their way through the beginning years of their teaching career. Interview quesEons 
map onto the study research quesEons and target, for example, teachers’ opportuniEes to 
learn (OTL) during iniEal teacher educaEon and into their early career (Blömke et. al., 2014), 
their school contexts and professional knowledge landscapes (Schaeffer & Clandinin, 2019), 
including teacher knowledge and teaching efficacy, alongside individual and contextual factors 
that impact the lives and experiences of beginning teachers (Flores & Day, 2006; Rinke, 2008). 

To capture informaEon on local contextual condiEons, snowball sampling will be combined 
with the previous purposive sampling of teachers to form school-based teacher groupings to 
parEcipate in focus groups. Rather than being employed for instrumental purposes, snowball 
sampling will generate a disEncEve type of social knowledge that is both emergent and 
interacEonal (Noy, 2008). Within each wave, there will be 10 focus groups (4 primary, 4 post- 
primary and 2 further educaEon and training). Engagement with these groups will facilitate 
insights into teachers’ professional roles and journeys and how these are related to social and 
cultural idenEEes and norms, see for example ‘occupaEonal socialisaEon’ (Brouwer & 
Korthagen, 2005), and professional roles and contexts (Ballantyne & Retell, 2020). 
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2.3.2.3 Focus Group Interview Schedules 

The schedule is divided into two disEnct parts:  
1. Part 1: Themes & QuesEons specific to primary and post-primary teacher educaEon 
2. Part 2: Themes & QuesEons specific to FET 

 
Part 1: Ques<ons specific to primary and post-primary teacher educa<on 

 
Themes generated to address Q4: To review the ability of ITE programmes, Droichead and 
Cosán qualificaEon pathways to respond to naEonal prioriEes, policy and pracEce 
developments. 
Theme: Quality ITE  

• What factors contribute to quality ITE preparaLon? Sample prompts: 
o What is the value of ITE? 
o What expectaEons do stakeholders have of NQTs/ ITE?  

• What threatens HEIs and schools’ capability to ensure ITE is fit for purpose/ 
responsive to naLonal and local policy prioriLes? Sample prompts: 

o What mechanisms are in place to enable ITE providers to adapt their 
programmes so they can address naEonal prioriEes and respond to policy and 
pracEce developments?  

o What hinders responsiveness of ITE providers to evolving policy/ pracEce 
developments?  
 

Theme: Droichead HEIs providing primary and post-primary ITE only  
• How does Droichead interact with ITE to extend preparedness? Sample prompts: 

o What is the value of Droichead?  
o To what extent is it fit for purpose? 

Theme: Cosán HEIs providing primary and post primary ITE only  
• How does Cosán interact with ITE to extend preparedness? Prompts: 

o What is the value of Cosán?  
o To what extent is it fit for purpose? 
o How responsive is Cosán to evolving policy and pracEce contexts?  
o What mechanisms enable schools to adapt their engagement with Cosán so 

they can address naEonal prioriEes and respond to policy and pracEce 
developments?  

  
Themes for Q5: To consider issues relaLng to teacher supply, diversity and retenLon. 
Theme: AYrac?veness of the Profession to a Diverse Popula?on 

• To what extent is teaching (across primary, post-primary) an aoracLve profession?  
o How do we know? What else can be done? What further data are needed to 

analyse factors impacEng on the aLracEveness of teaching as a profession?  
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o What factors impact on the aLracEveness of the profession?  
• How can heterogeneity/ diversity be enhanced within the profession? 

o To what extent is lack of diversity in teaching an issue?  
o Who works in schools?  
o What hinders diversity in the profession? 
o What does/ would enable greater diversity in the profession?  
o What is currently in place to promote diversity in the teaching profession? 

  
Theme: Recruitment and Reten?on of Teachers/ Resource Workers (FET) 
Link to Teacher supply paper- factors such as workload, school climate/ culture; autonomy; 
esteem of the profession; also, staEsEcs from Ireland on numbers of teachers on career break 
and voluntary reErements; school populaEon demographics and increasing number of special 
classes. 

• What factors impact on teacher recruitment? Sample prompts: 
o How are ITE programmes contribuEng to/ supporEng/ ensuring future teacher 

supply?  
o How effecEve are recruitment processes?  
o What else can be done to maximise recruitment and support schools with 

recruitment? What currently works? How do we know?  
o How do school-level factors impact on teacher recruitment and retenEon?  

 
Theme: Enactment of Teaching/ The Prac?ce of Teaching 
What is effecLve teaching? Prompts 

o To what extent are newly qualified teachers prepared for effecEve teaching? 
o How adapEve/open are NQTs to changing policy/ pracEce/ curricular 

landscapes? 
o What factors impact on NQTs’ capacity to adapt/ learn/ grow? 
o How does school organisaEon and culture impact on NQTs capacity to adapt/ 

learn/ grow?  
  
Part 2: Themes & Ques<ons specific to FET 

 
Themes generated to address Q4: To review the ability of FET programmes, and qualificaEon 
pathways to respond to naEonal prioriEes, policy and pracEce developments. 
  
Theme: Quality Prepara?on 

• What factors contribute to quality FET preparaLon? Sample prompts: 
o What is the value of FET? 
o What expectaEons do stakeholders have of FET? Who are the stakeholders? 
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o What kinds of qualificaEon pathways exist for FET teachers, instructors and 
resource persons? 

o How are standards developed across pathways? 
o To what extent is the qualificaEon pathway mapped?  
o What data need to be gathered to beLer understand how teachers/ resource 

persons/ tutors/ instructors are prepared for FET? 
  
Themes for Q5- To consider issues relaLng to teacher supply, diversity and retenLon. 
Theme: AYrac?veness of the Profession to a Diverse Popula?on 

• To what extent is teaching in FET an aoracLve profession? Sample prompts: 
o Do those working in FET consider it a profession?  
o Does it have a unified idenEty? 
o What factors impact on the aLracEveness of the working in FET?  
o What factors influence FET teachers, instructors, resource persons decision to 

work in FET? 
 

• How can heterogeneity/ diversity be enhanced within the profession? 
o To what extent is lack of diversity an issue in FET? 
o Who works in FET? 
o What hinders diversity in the profession? 
o What does/ would enable greater diversity in the profession?  
o What is currently in place to promote diversity in the profession? 

  
  
Theme: Recruitment and Reten?on of Teachers/ Resource Workers/ Instructors (FET) 
Link to Teacher supply paper- factors such as workload, school climate/ culture; autonomy; 
esteem of the profession. 

• What factors impact on teacher recruitment? Sample prompts: 
o How are ITE programmes contribuEng to/ supporEng/ ensuring future teacher 

supply?  
o How effecEve are recruitment processes?  
o How do school/ college/ centre level factors impact on recruitment and 

retenEon?  
o What factors enable recruitment and/ or retenEon? 
o What factors inhibit recruitment and/ or retenEon? 

  
Theme: Enactment of Teaching/ The Prac?ce of Teaching 
Poten?al factors influencing enactment: Classroom & college/ centre context & culture (Q5)-  
• What is effecLve teaching? Sample prompts 
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o To what extent are FET teachers, resource persons, instructors prepared for 
effecEve teaching? Are there differences between groups?  

o How adapEve/open are they to changing policy/ pracEce/ curricular 
landscapes? 

 

2.4 Experience sampling methodology 
The research team will gather rich, real-Eme qualitaEve data using smart phone digital 
technologies. Arising from responses on the qualitaEve component in wave 0 (of pre-service 
teachers) and wave 1 (pracEcing teachers), a purposeful sample of teachers will be selected 
to engage in the experience sampling methodology. A small sample of teachers will also be 
idenEfied using random sampling. Teachers will engage in the experience sampling for the 
remainder of the study (see image 1). Within a designated Eme period (e.g., a week), teachers 
will receive a series of rouEne theme-based prompts designed to capture their immediate 
experiences, feelings and beliefs. Prompts will appear at different Emes of the academic 
school year to capture various experiences as aligned with the ebb and flow of the school year. 
To avoid overly intrusive quesEonnaires, single-items will frequently be used, a procedure 
ojen adopted in experience-sampling studies in academic contexts (e.g., NeL & Goetz, 2011; 
Schimmack, 2003).  The selecEon of the smartphone as a qualitaEve data collecEon tool 
ensures that data are collected in real Eme and will allow text and audio-based data forms 
(see image 2). The voice recording facility which will be used to capture experiences will give 
greater flexibility in how teachers choose to respond and make it more accessible and 
interacEve. Input from the Teacher Advisory Board will be used to inform addiEonal decisions 
about the selecEon of specialised sojware and applicaEons and consideraEons around 
anonymity and communicaEon will parEcipants. By gathering data in the natural teaching 
sepngs, the use of ESM will complement the other data collecEon approaches in the TPJ study 
and provide ecological validity as it gives insights that are ojen more representaEve of 
everyday life than tradiEonal methods. 
 

Image 1: IntegraLon of ESM within the TPJ study design 
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Image 2: Example of InnovaLve technologies used in ESM (e.g. voice memos, images, QR 
codes may be used for collecLon of informaLon) 
 

2.5 Conclusion  

Informed by cogniEve and sociocultural perspecEves on learning and development, and 
conceptualising teaching as a socially situated pracEce, the TPJ study employs an accelerated 
longitudinal design, integraEng validated internaEonal scales, as well as custom instruments, 
to support analysis over Eme and across cohorts. This report details the raEonale behind the 
selecEon of survey instruments, interview protocols, and focus group approaches, as well as 
the ethical and methodological consideraEons informing the study. Teachers’ professional 
journeys are inevitably and consequenEally shaped by a wide range of policies vis-à-vis 
curriculum and assessment, special educaEon needs, educaEonal disadvantage, Irish 
language, and teacher educaEon among others. Importantly, for example, while the study is 
informed by conEnuum of teacher educaEon naEonal policy and its consEtuent frameworks, 
i.e.  Céim, Droichead and Cosán, the TPJ study is not an evaluaEon of policy implementaEon 
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, and school culture along with the 
changing dynamics of current and future educaEon. Emphasis is placed on coherence across 
data sources, aLenEon to inclusivity, and strategies to ensure quality, trustworthiness, and 
relevance. The TPJ conceptual framework in in this report, informed by the aim and research 
objecEves of TPJ, provides the foundaEon for data collecEon, analysis, and engagement in 
subsequent phases. 

 

 
  



  Teachers’ Professional Journeys: The First Decade, Report No. 2 

 
 

 56  
 

References 
Akiba, M., Byun, S. Y., Jiang, X., Kim, K., & Moran, A. J. (2023). Do teachers feel valued in 
society? OccupaEonal value of the teaching profession in OECD countries. AERA Open, 9, 
23328584231179184.  

Ballantyne, J., & Retell, J. (2020). Teaching careers: Exploring links between well-being, 
burnout, self-efficacy and praxis shock. Fron?ers in Psychology, 10, ArEcle 
2255. hLps://doi.org/10.3389/fpsyg.2019.02255 

Becker, E. S., Goetz, T., Morger, V., & Ranellucci, J. (2014). The importance of teachers' 
emoEons and instrucEonal behavior for their students' emoEons–An experience sampling 
analysis. Teaching and Teacher educa?on, 43, 15-26. 

Bell, R. Q. (1953). Convergence: An accelerated longitudinal approach. Child Development, 
145-152.  

Bieg, M., Goetz, T., SEcca, F., Brunner, E., Becker, E., Morger, V., & Hubbard, K. (2017). 
Teaching methods and their impact on students’ emoEons in mathemaEcs: An experience-
sampling approach. ZDM, 49, 411-422. 

Blömeke, S., Paine, L., Houang, R. T., Hsieh, F. J., Schmidt, W. H., TaLo, M. T., ... & Schwille, J. 
(2008). Future teachers’ competence to plan a lesson: First results of a six-country study on 
the efficiency of teacher educaEon. ZDM, 40(5), 749-762.  

Blömeke, S., Buchholtz, N., Suhl, U., & Kaiser, G. (2014). Resolving the chicken-or-egg 
causality dilemma: The longitudinal interplay of teacher knowledge and teacher beliefs. 
Teaching and Teacher Educa?on, 37, 130-139.  

Bolger, N., & Laurenceau, J.-P. (2013). Intensive longitudinal research methods: An 
introduc?on to diary and experience-sampling research. New York, NY: Guilford Press. 

Borko, H., Liston, D., & Whitcomb, J. A. (2007). Genres of empirical research in teacher 
educaEon. Journal of Teacher Educa?on, 58 (1), 3-11.  

Borko, H., & Shavelson, R. J. (2013). Teacher decision making. In B. F. Jones & F. Idol (Eds.) 
Dimensions of thinking and cogni?ve instruc?on (pp. 311-346). London: Routledge.  

Brantlinger, A. (2021). Entering, Staying, Shijing, Leaving, and SomeEmes Returning: A 
DescripEve Analysis of the Career Trajectories of Two Cohorts of AlternaEvely CerEfied 
MathemaEcs Teachers. Teachers College Record, 123(9), 28-
56. hLps://doi.org/10.1177/01614681211051996 

Braun, V. & Clarke, V. (2006). Using themaEc analysis in psychology. Qualita?ve Research in 
Psychology, 3(2), 77-101. 



  Teachers’ Professional Journeys: The First Decade, Report No. 2 

 
 

 57  
 

Brinkmann, S., & Kvale, S. (2015). Interviews: Learning the craF of qualita?ve research 
interviewing (3rd ed.). Thousand Oaks, CA: Sage. 

Brouwer, N., & Korthagen, F. (2005). Can Teacher EducaEon Make a Difference? American 
Educa?onal Research Journal, (42)153-223. hLp://dx.doi.org/10.3102/00028312042001153 

Cáncer, P. F., Estrada, E., & Ferrer, E. (2023). A dynamic approach to control for cohort 
differences in maturaEon speed using accelerated longitudinal designs. Structural Equa?on 
Modeling: A Mul?disciplinary Journal, 30(5), 761-777. 

Chung, J. (2023). Informed teacher educaEon, teacher autonomy and teacher agency: the 
example of Finland. London Review of Educa?on, 21(1), 1-11.  

Clandinin, D. J., & Connelly, F. M. (2000). Narra?ve Inquiry: Experience and Story in 
Qualita?ve Research. San Francisco, CA: Jossey-Bass Publishers. 

Clark, C. M., & Peterson, P L. (1986). Teachers’ thought process. In M. WiLrock (Ed.), 
Handbook of Research on Teaching, (3rd ed.) (pp. 255-296). New York: Macmillan.  

Clarke, L., Galvin, C., Campbell, M., Cowan, P., Hall, K., Magennis, G., ... & AbboL, L. (2021). 
Assessing the value of SCOTENS as a cross-border professional learning network in Ireland 
using the Wenger-Trayner value-creaEon framework. Oxford Review of Educa?on, 47(1), 79-
97.  

Cochran-Smith, M., McQuillan, P., Mitchell, K., Terrell, D. G., BarnaL, J., D’Souza, L., Jong, C., 
Shakman, K., Lam, K., & Gleeson, A. M. (2012). A Longitudinal Study of Teaching PracEce and 
Early Career Decisions: A CauEonary Tale. American EducaEonal Research Journal, 49(5), 
844-880. hLps://doi.org/10.3102/0002831211431006 

Compagnoni, M., Rechsteiner, B., Gotsch, F., Grob, U., Wullschleger, A., & Merki, K. M. 
(2024). Everyday, every week, all at once? An experience sampling study on teachers’ 
professional development for the classroom, team, and school. Teaching and Teacher 
Educa?on, 152, 104771 

Conner, T. S., & BarreL, L. F. (2012). Trends in ambulatory self report: The role of momentary 
experience in psychosomaEc medicine. Psychosoma?c Medicine, 74, 327–337. doi:10.1097/ 
PSY.0b013e318 

Conway, P. F., Leavy, A., Smyth, E., Calderón, A., Fitzgerald, J., Hourigan, M., & Ní Chróinín, D., 
Fitzpatrick, M., Zubareva, A. (2024). Teachers’ Professional Journeys during the first decade 
longitudinal study: Reviews of literature: Report No.1, Limerick: University of Limerick. 
hLps://tpjstudy.ie/all-latest-updates/tpj-report-1-reviews-of-literature/  



  Teachers’ Professional Journeys: The First Decade, Report No. 2 

 
 

 58  
 

Creswell, J.W., & Creswell, J.D. (2018). Research Design. QualitaEve, QuanEtaEve, and Mixed 
Methods Approaches (Fijh EdiEon). Sage. 
 
Darling-Hammond, L., & Lieberman, A. (2013). Teacher educa?on around the world. 
Routledge. 
 
Delaney, S., Ball, D. L., Hill, H. C., Schilling, S. G., & Zopf, D. (2008). “MathemaEcal knowledge 
for teaching”: AdapEng US measures for use in Ireland. Journal of Mathema?cs Teacher 
Educa?on, 11(3), 171-197.  

Devine, D. (2012). PracEsing leadership in newly mulE-ethnic schools: tensions in the field? 
Bri?sh Journal of Sociology of Educa?on, 34(3), 392–411. 
hLps://doi.org/10.1080/01425692.2012.72227 

Edwards, A. and Protheroe, L. (2003), Learning to See in Classrooms: What are student 
teachers learning about teaching and learning while learning to teach in schools?. Bri?sh 
Educa?onal Research Journal, 29, 227-242. hLps://doi.org/10.1080/0141192032000060957 

Enterline, S., Cochran-Smith, M., Ludlow, L. H., & Mitescu, E. (2008). Learning to teach for 
social jusEce: Measuring change in the beliefs of teacher candidates. The New Educator, 
4(4), 267-290.  

Feiman-Nemser, S. (2001). From preparaEon to pracEce: Designing a conEnuum to 
strengthen and sustain teaching. Teachers College Record, 103(6), 1013-1055. 

Findlay, M., & Bryce, T. G. K. (2012). From Teaching Physics to Teaching Children: Beginning 
teachers learning from pupils. Interna?onal Journal of Science Educa?on, 34(17), 2727–
2750. hLps://doi.org/10.1080/09500693.2012.728012 

Flores, M. A., & Day, C. (2006). Contexts Which Shape and Reshape New Teachers’ IdenEEes: 
A MulE-PerspecEve study. Teaching and Teacher Educa?on, 22, 219-
232. hLp://dx.doi.org/10.1016/j.tate.2005.09.002 

Galbraith, S., Bowden, J., & Mander, A. (2017). Accelerated longitudinal designs: An overview 
of modelling, power, costs and handling missing data. Sta?s?cal Methods in Medical 
Research, 26(1), 374-398.  
 
Greene, S., Williams, J., Layte, R. Doyle, E., Harris, E., McCrory, C., Murray, A., O’Dowd, T., 
Quail, A., Swords, L., Thornton, M. & Whelan, C.T. (2010). Growing Up in Ireland: Background 
and conceptual framework (Literature Review Series No.1). Dublin: ESRI/TCD/OMCYA. 
 



  Teachers’ Professional Journeys: The First Decade, Report No. 2 

 
 

 59  
 

Goetz, T., SEcca, F., Pekrun. R., Murayama, K., & Elliot, A. J. (2016). Intraindividual relaEons 
between achievement goals and discrete achievement emoEons: An experience sampling 
approach. Learning and Instruc?on, 41,115–125. doi:10.1016/j.learninstruc.2015.10.007 
 
Guarino, C. M., SanEbañez, L., & Daley, G. A. (2006). Teacher Recruitment and RetenEon: A 
Review of the Recent Empirical Literature. Review of Educa?onal Research, 76(2), 173-
208. hLps://doi.org/10.3102/00346543076002173\ 
 
Häkkinen, P. Järvelä, S., Mäkitalo-Siegl, K., Ahonen, A., Näykki, P. & Valtonen, T. (2017) 
Preparing teacher-students for twenty-first-century learning pracEces (PREP 21): a framework 
for enhancing collaboraEve problem-solving and strategic learning skills, Teachers and 
Teaching, 23:1, 25-41, DOI: 10.1080/13540602.2016.1203772  

Hermanowicz, J. C. (2013). The longitudinal qualitaEve interview. Qualita?ve Sociology, 36, 
189-208. 

Hill, H. C., Mancenido, Z., & Loeb, S. (2024). EffecEveness research for teacher 
educaEon. Educa?onal Researcher, 53(6), 370-377. 

Hinchion, C., & Hall, K. (2016). The uncertainty and fragility of learning to teach: A Britzmanian 
lens on a student teacher story. Cambridge Journal of Educa?on, 46(4), 417-433.  

Hsu, H.P., Mak, J., Werner, J., White-Taylor, J., Geiselhofer, M., Gorman, A. & Torrejon 
Capurro, C. (2024). Preliminary study on pre-service teachers’ applicaEons and percepEons 
of GeneraEve ArEficial Intelligence for lesson planning. Journal of Technology and Teacher 
Educa?on, 32(3), 409-437.  

Jagosh, J., Macaulay, A.C., Pluye, P., Salsberg, J., Bush, P.L., Henderson, J., SireL, E., Wong, G., 
Cargo, M., Herbert, C.P., Seifer, S.D., Green, L.W. and Greenhalgh, T. (2012), Uncovering the 
Benefits of ParEcipatory Research: ImplicaEons of a Realist Review for Health Research and 
PracEce. The Milbank Quarterly, 90,311-346. hLps://doi.org/10.1111/j.1468-
0009.2012.00665.x 

Jiang, H., Wang, K., Wang, X. et al. Understanding a STEM teacher’s emoEons and professional 
idenEEes: a three-year longitudinal case study.  Interna?onal Journal of STEM EducaEon 8, 51 
(2021). hLps://doi.org/10.1186/s40594-021-00309-9 

Johnson, S. M., & Birkeland, S. E. (2003). Pursuing a “sense of success”: New teachers explain 
their career decisions. American Educa?onal Research Journal, 40(3), 581-617.  
 
Kagan, D.M. (1992). ImplicaEons of research on teachers’ belief. Educa?onal Psychologist, 
27(1), 65-90.  

Kahneman, D. (2011). Thinking, fast and slow. New York: Farrar, Straus and Giroux. 
 



  Teachers’ Professional Journeys: The First Decade, Report No. 2 

 
 

 60  
 

Keane, E., Heinz, M., & Lynch, A. (2023). IdenEty maLers? ‘Working class’ student teachers 
in Ireland, the desire to be a relatable and inclusive teacher, and sharing the classed self. 
Interna?onal Journal of Inclusive Educa?on, 27(3), 337-353. 
 
Kereluik, K., Mishra, P., Fahnoe, C., & Terry, L. (2013). What knowledge is of most worth: 
Teacher knowledge for 21st century learning. Journal of Digital Learning in Teacher 
Educa?on, 29(4), 127-140. 
 
Kvale, S., & Brinkmann, S. (2009). Interviews: Learning the craF of qualita?ve research 
interviewing. London: Sage. 
 
van Kerkhoff, L. (2014). Developing integraEve research for sustainability science through a 
complexity principles-based approach.  Sustainability Science 9, 143–155 (2014). 
hLps://doi.org/10.1007/s11625-013-0203-y 
 
Lampert, M. (2001). Teaching problems and the problems of teaching. Yale University Press.  
 
Leavy, A. M., McSorley, F. A., & Boté, L. A. (2007). An examinaEon of what metaphor 
construcEon reveals about the evoluEon of preservice teachers’ beliefs about teaching and 
learning. Teaching and Teacher Educa?on, 23(7), 1217-1233. 

Lewis, C., Enciso, P. E., & Moje, E. B. (Eds.) (2020). Reframing sociocultural research on 
literacy: Iden?ty, agency, and power. London: Routledge.  
 
LorEe, D. C. (1975). Schoolteacher: A Sociological Study. University of Chicago Press. 
 
Ludlow, L., Ell, F., Cochran-Smith, M., Newton, A., Trefcer, K., Klein, K., ... & Hill, M. F. (2017). 
Visualizing teacher educaEon as a complex system: A nested simplex system 
approach. Complicity: An Interna?onal Journal of Complexity and Educa?on, 14(1), 36-79. 

Luj, Julie & Roehrig, Gillian. (2007). Capturing Science Teachers' Epistemological Beliefs: The 
Development of the Teacher Beliefs Interview. Electronic Journal of Science Educa?on, 11(2), 
38-63. 
 
Lynn, P. (2012). The problem of nonresponse. In de Leeuw, E.D., Hox, J.J., Dillman, D.A. (Eds.) 
Interna?onal handbook of survey methodology (pp. 35-55). Routledge. 
 
Lynn, P., Bianchi, A., & Gaia, A. (2024). The impact of day of mailing on web survey response 
rate and response speed. Social Science Computer Review, 42(1), 352-368. 
 



  Teachers’ Professional Journeys: The First Decade, Report No. 2 

 
 

 61  
 

McGarr, O., & McCormack, O. (2016). Counterfactual mutaEon of criEcal classroom 
incidents: ImplicaEons for reflecEve pracEce in iniEal teacher educaEon. European Journal of 
Teacher Educa?on, 39(1), 36-52.  
 
McCarron, M., McCausland, D., McGlinchey, E., Bowman, S., Foley, M., Haigh, M., Burke, E., 
& McCallion, P. (2022). Recruitment and retenEon in longitudinal studies of people with 
intellectual disability: A case study of the Intellectual Disability Supplement to the Irish 
Longitudinal Study on Ageing (IDS-TILDA). Research in Developmental Disabili?es, 124, 
104197. hLps://doi.org/10.1016/j.ridd.2022.104197 
 
Menter, I. (2023). Teacher educaEon research in the twenty-first century. In Menter, I. 
(Ed.) The Palgrave Handbook of Teacher Educa?on Research (pp. 3-31). Cham: Springer 
InternaEonal Publishing. 
 
Mintz, J., Hick, P., Solomon, Y., Matziari, A., Ó’Murchú, F., Hall, K., ... & MargariE, D. (2020). 
The reality of reality shock for inclusion: How does teacher aptude, perceived knowledge 
and self-efficacy in relaEon to effecEve inclusion in the classroom change from the pre-
service to novice teacher year? Teaching and Teacher Educa?on, 91, 103042.  
 
Moeller, J., BrackeL, M. A., Ivcevic, Z., & White, A. E. (2020). High school students’ feelings: 
Discoveries from a large naEonal survey and an experience sampling study. Learning and 
Instruc?on, 66, 101301. 
 
Musher-Eizenman, D. R., Nesselroade, J. R. & Schmitz, B. (2002) Perceived control and 
academic performance: A comparison of high- and low-performing children on within-
person change paLerns. Interna?onal Journal of Behavioral Development, 26, 540–547. 
 
Morgan, M., Ludlow, L., Kitching, K., O’Leary, M., & Clarke, A. (2009). What makes teachers 
Eck? Sustaining events in new teachers’ lives. Bri?sh Educa?onal Research Journal, 36(2), 
191–208. hLps://doi.org/10.1080/01411920902780972 
  
NeL, U. E., Goetz, T., & Hall, N. C. (2011). Coping with boredom in school: An experience 
sampling perspecEve. Contemporary Educa?onal Psychology, 36(1), 49-59. 
 
Nguyen, T. D., & Springer, M. G. (2021). A conceptual framework of teacher turnover: a 
systemaEc review of the empirical internaEonal literature and insights from the employee 
turnover literature. Educa?onal Review, 75(5), 993 
1028. hLps://doi.org/10.1080/00131911.2021.1940103 
 



  Teachers’ Professional Journeys: The First Decade, Report No. 2 

 
 

 62  
 

Noy, C. (2008). Sampling Knowledge: The HermeneuEcs of Snowball Sampling in QualitaEve 
Research. Interna?onal Journal of Social Research Methodology, 11(4), 327–
344. hLps://doi.org/10.1080/13645570701401305 
 
OECD (2009) Gilleece, L., Shiel, G., & Perkins, R. TALIS 2008 NaEonal Report for Ireland. 
 
PaLon, M. Q. (2015). Qualita?ve Evalua?on and Research Methods. Thousand Oaks, CA: 
Sage. 
 
Putnam, R. T., & Borko, H. (2000). What do new views of knowledge and thinking have to say 
about research on teacher learning? Educa?onal Researcher, 29(1), 4-15. 

Rigby, J.G., (2016.) Principals’ ConcepEons of InstrucEonal Leadership and Their Informal 
Social Networks: An ExploraEon of the Mechanisms of the Mesolevel. American Journal of 
Educa?on, 122:3, 433-464 
 
Rigby, J. G., Andrews-Larson, C., & Chen, I.-C. (2020). Learning OpportuniEes about Teaching 
MathemaEcs: A Longitudinal Case Study of School Leaders’ Influence. Teachers College 
Record, 122(7), 1-44. hLps://doi.org/10.1177/016146812012200710 
 
Rinke, C.R., (2008). Understanding teachers’ careers: Linking professional life to professional 
path, Educa?onal Research Review, Volume 3, Issue 1, Pages 1-13. 
 
Ruspini, E. (1999). Longitudinal research and the analysis of social change. Quality and 
Quan?ty, 33, 219–227. 

Santagata, R., König, J., Scheiner, T., Nguyen, H., Adleff, A. K., Yang, X., & Kaiser, G. (2021). 
MathemaEcs teacher learning to noEce: A systemaEc review of studies of video-based 
programs. ZDM–Mathema?cs Educa?on, 53(1), 119-134.  

Sawyer, R. K. (2014). IntroducEon: The new science of learning. In R. K. Sawyer (Ed.), The 
Cambridge Handbook of the Learning Sciences (2nd ed., pp. 1–18). New York: Cambridge 
University Press.  

Schaefer, L., & Clandinin, D. J. (2018). Sustaining teachers’ stories to live by: implicaEons for 
teacher educaEon. Teachers and Teaching, 25(1), 
5468. hLps://doi.org/10.1080/13540602.2018.1532407 

Schraw, G., & Olafson, L. (2015). Assessing teachers’ beliefs: Challenges and soluEons. In Fives, 
H. & Gill, M.G. (Eds.) Interna?onal Handbook of Research on Teachers’ Beliefs (pp. 87-105). 
Routledge. 

Schimmack, U. (2003). Affect measurement in experience sampling research. Journal of 
Happiness Studies, 4(1), 79-106. 



  Teachers’ Professional Journeys: The First Decade, Report No. 2 

 
 

 63  
 

 
Shernoff, D. J., Ruzek, E. A., & Sinha, S. (2017). The influence of the high school classroom 
environment on learning as mediated by student engagement. School Psychology 
Interna?onal, 38, 201–218. 
 
Shulman, L. (1987). Knowledge and teaching: FoundaEons of the new reform. Harvard 
Educa?onal Review, 57(1), 1-23. 

Shumow, L., Schmidt, J. A., & Zaleski, D. J. (2013). MulEple perspecEves on student learning, 
engagement, and moEvaEon in high school biology labs. The High School Journal, 96, 232–
252. 
 
Smagorinsky, P., Cook, L. S., Moore, C., Jackson, A. Y., & Fry, P. G. (2004). Tensions in learning 
to teach: AccommodaEon and the development of a teaching idenEty. Journal of Teacher 
Educa?on, 55(1), 8-24. 
 
Stürmer, K., Könings, K. D., & Seidel, T. (2013). DeclaraEve knowledge and professional vision 
in teacher educaEon: Effect of courses in teaching and learning. Bri?sh Journal of 
Educa?onal Psychology, 83(3), 467-483.  
 
Swan, M &  Swain, J. (2010): The impact of a professional development programme on the 
pracEces and beliefs of numeracy teachers, Journal of Further and Higher Educa?on, 34:2, 
165-177 
 
Tashakkori, A., & Teddlie, C. (2003). Handbook of Mixed Methods in Social and Behavioral 
Research. Thousand Oaks: Sage. 
 
TaLo, M. T. (1998). The influence of teacher educaEon on teachers' beliefs about purposes 
of educaEon, roles, and pracEce. Journal of Teacher Educa?on, 49(1), 66-77. 

TaLo, M. T., Schwille, J., Senk, S. L., Ingvarson, L., Peck, R., & Rowley, G. (2012). Policy, 
Prac?ce, and Readiness to Teach Primary and Secondary Mathema?cs in 17 Countries: 
Findings from the IEA Teacher Educa?on and Development Study in Mathema?cs (TEDS-M). 
Amsterdam, the Netherlands: InternaEonal AssociaEon for the EvaluaEon of EducaEonal 
Achievement. 

Teaching Council. (2011). Ini?al Teacher Educa?on: Criteria and Guidelines for Programme 
Providers. Maynooth: The Teaching Council. 

Teaching Council (2020). Céim: Standards for Ini?al Teacher Educa?on. Maynooth: Teaching 
Council. 



  Teachers’ Professional Journeys: The First Decade, Report No. 2 

 
 

 64  
 

Vygotsky, L. S. (1978). Mind in Society: The Development of Higher Psychological Processes. 
Cambridge, MA: Harvard University Press. 

Warford, M. K. (2011). The zone of proximal teacher development. Teaching and Teacher 
Educa?on, 27(2), 252-258.  

Watson, N., & Wooden, M. (2009). IdenEfying factors affecEng longitudinal survey response. 
Methodology of longitudinal surveys, 157-181. 

Wenger, E. (1999). Communi?es of prac?ce: Learning, meaning, and iden?ty. Cambridge 
university press. 

Wong, S.S., Luj, J.A. Secondary Science Teachers’ Beliefs and Persistence: A Longitudinal 
Mixed-Methods Study.  Journal of Science Teacher Educa?on 26, 619–645 
(2015). hLps://doi.org/10.1007/s10972-015-9441-4 
  
Xie, K., Heddy, B. C., & Vongkulluksn, V. W. (2019). Examining engagement in context using 
experience-sampling method with mobile technology. Contemporary Educa?onal 
Psychology, 59, 101788. 
  



  Teachers’ Professional Journeys: The First Decade, Report No. 2 

 
 

 65  
 

Appendix 1: Abstract TPJ Report 1 
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 iniEal teacher educaEon (ITE) through the 
first nine years of teachers’ work within classrooms and schools in the context of the wider 
educaEon system at primary, post primary and further educaEon and training (FET) 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 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 ObjecLves: The overarching aim of the TPJ study is “to understand 
beginning teachers’ professional journeys, by examining the key personal, educaEonal, 
professional and systemic influences that define and shape their early careers and pracEce, 
including the impact of different learning and professional development phases”. Flowing 
from that overarching aim, the five TPJ study objecEves are:   

1. To examine beginning teachers’ aptudes, values, disposiEons and formaEve experiences 
in relaEon to teaching and learning.    

2. To invesEgate early career teachers’ and other stakeholders’ percepEons 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 transiEon across the three phases of professional development.    

4. To review the ability of ITE programmes, Droichead and Cosán to respond to naEonal 
prioriEes, policy and pracEce developments.    

5. To consider issues relaEng to teacher supply, diversity and retenEon.    
 

Reviews of Literature Method: Four literature reviews and, three scoping reviews were 
undertaken along with a teacher supply issues paper. All three scoping reviews were 
conducted using the guidelines in the Preferred ReporEng Items for SystemaEc Reviews and 
Meta-Analyses for Scoping Reviews (PRISMA-ScR) with searches undertaken via Scopus, 
EBSCO and Web of Science. The objecEve of the scoping reviews is to understand the extent 
and type of evidence in relaEon to (i) longitudinal studies on teaching 1970-2023, (ii) large 
scale cross-naEonal 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 naEonal and internaEonal literature, addresses a range of issues related 
to teacher supply in the Irish context.    

Findings: Main findings of the three scoping reviews report on respecEvely are: (i) the growth 
over the last 15 years in longitudinal studies on teaching, spanning the five TPJ objecEves, with 
a diversity of designs incorporaEng qualitaEve, quanEtaEve and mixed methods (based on a 
review of 207 full text studies published 2010-23), (ii) the range of large-scale cross-naEonal 
informaEve quanEtaEve designed studies with foci and findings spanning the five TPJ 
objecEves (based on a review of 202 full text studies), and (iii) the overall small number of 
studies in Ireland on teachers work years 1-9 at primary and post-primary levels and very liLle 
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literature on FE (based on a review of 39 full text studies involving over 9,000 parEcipants.). 
The teacher supply issues paper presents a teacher supply framework, idenEfies data gaps in 
Ireland and notes key insights from the burgeoning literature on a growing challenge globally.    

Conclusion: The literature reviews collecEvely 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 quesEons, 
study designs, instruments, findings and policy implicaEons in a context where wider external 
system factors are increasingly influenEal in shaping teachers’ professional journeys in 
addiEon to the long recognised, though less well understood dynamics of schools’ 
organizaEonal cultures.  
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