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Introduction 

This policy paper has been developed in line with The Teaching Council‟s vision that it will be “…a 

guardian of teaching standards, establishing best practice at all stages on the continuum of teacher 

education”. 

Ireland has been fortunate in the quality of its teachers and this is due in no small measure to the 

supportive role of the State in teacher education.  The Council regards education as a public good and 

therefore wishes to reiterate that it is the primary responsibility and direct role of the State, in co-

operation with the Council, to support high quality teacher education.  In order to fulfil this 

responsibility, the State should guarantee, through its colleges and universities, an adequate supply of 

highly qualified teachers, as has been the tradition for many decades.  In this context, the State and 

the profession share a responsibility for the continuing professional development of teachers.  The 

State should consider the negative impact of the casualisation of the profession where many teachers 

at post-primary level remain in part-time or short-term employment for extended periods.  The State 

also needs to recognise that the quality of teaching is compromised by the deployment of “out-of-field” 

teachers in certain circumstances. 

The Council believes that the time is now right for a thorough and fresh look at teacher education so 

as to ensure that tomorrow‟s teachers are competent to meet the challenges that they face and are 

life-long learners, continually adapting over the course of their careers to enable them to support their 

students‟ learning. 

This policy is underpinned by an extensive programme of research and consultation and it sets out the 

Council‟s policy on the continuum of teacher education including initial teacher education, induction, 

early and continuing professional development.  The policy, and a suite of ancillary documents which 

helped inform it, are available for download from the Council‟s website, www.teachingcouncil.ie.  

In setting out its policy, the Council is cognisant of the value of education in society, of the unique 

role which teachers play within the education system in providing for the holistic development of 

students, and of the complex and intricate nature of teaching as it is explicated in the Codes of 

Professional Conduct for Teachers published by the Council in 2007.  

 

The Council is also cognisant of the evolving and dynamic context for teaching whereby new 

understandings and insights have emerged in a range of areas including pedagogy, curriculum, 

assessment, human learning, early childhood education and teacher education. In parallel, teachers 

have found themselves facing a range of new challenges and opportunities in the classroom in recent 

http://www.teachingcouncil.ie/
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years.  The inclusion of children with disabilities and/or special educational needs into mainstream 

schools, the increase in the numbers of students from different ethnic and cultural backgrounds, the 

changes in an increasingly diverse society, changing family structures and the emergence of new 

societal problems are contributing to the complexity of teaching in 21st century Ireland.   

 

The pace of change in the education system since the 1990s, including significant changes to, and 

reform of curriculum, pedagogy and assessment at both primary and post-primary levels, together 

with the pace of legislative change in the education sector, is having a significant impact on teaching. 

The introduction of Aistear1, a new framework for early childhood education, brings into focus the 

work of teachers in the junior classes of primary school.  The emergence of new technologies and 

social media play a central role in the way young people communicate and learn and this is having an 

impact across all education provision.  Regard for social inclusion, numeracy and literacy, the early 

identification of children with learning difficulties, multiculturalism, partnership with parents and ICT 

are increasingly significant issues.  There is a heightened expectation in relation to the role of 

teachers and a major cultural shift whereby teaching now requires a much greater degree of 

interaction with students, colleagues, parents and co- professionals. 

 

In summary, the emergence of new knowledge, understandings and insights into curriculum, 

pedagogy, assessment and teacher learning, together with the accelerating pace of societal, 

legislative and educational reform, and the increasingly complex role of teachers provide an 

important context for this policy.  

                                                 
1
 Aistear: the Early Childhood Curriculum Framework was developed by the National Council for Curriculum and 

Assessment (NCCA) in partnership with the early childhood sector. It was published in October 2009. 
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The Continuum of Teacher Education  

The continuum of teacher education describes those formal and informal educational and 

developmental activities in which teachers engage, as lifelong learners, during their teaching career.  It 

encompasses initial teacher education, induction, early and continuing professional development and, 

indeed, late career support, with each stage merging seamlessly into the next and interconnecting in a 

dynamic way with each of the others.  

The continuum of teacher education has traditionally been referred to in Ireland as the “three „I‟s” of 

initial teacher education, induction and in-career development.  The Council is adopting another set of 

“three „I‟s”, namely, innovation, integration and improvement which should underpin all stages of the 

continuum.  

Innovation 

The Council believes that innovation is essential at all stages of the continuum if it is to be effective in 

meeting the changing needs identified in the introduction above. Initial teacher education must be 

conceptualised so that it is fit-for-purpose in preparing 21st century teachers and interfaces 

appropriately with the induction stage. Innovative, multi-faceted programmes of induction must be 

developed and made available to all teachers to ensure a seamless transition from being a student on 

a programme of initial teacher education to being a practising teacher in the classroom. Equally, at 

early and continuing professional development stages, new and innovative models of provision need 

to be developed to assist teachers to develop and broaden the professional knowledge, skill and 

capabilities appropriate to their teaching. 

Integration 

 

The theme of integration is threaded throughout this document. For many years in Ireland, there 

has been a recognition of teacher education as a continuum and this is evidenced in the Report on 

the National Education Convention (1993) the government White Paper, Charting Our Education 

Future (1995) and the  OECD Report, Teachers Matter: Attracting, Developing and Retaining 

Effective Teachers (2005). Further details are available in the Council‟s background report, 

Teacher Education in Ireland and Internationally  , which accompanies this document.  

This view of teacher education as a continuum was reflected in the mid 1990s in the establishment 

of the In-Career Development Unit (ICDU), now the Teacher Education Section (TES), by the 

Department of Education and Skills.  The rationale for the administrative change from the ICDU to 
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the TES was to ensure cohesion in teacher education policy and practice across all phases of the 

teaching career.  

Despite research, reports and restructuring of sections within the Department of Education and 

Skills, the problem of fragmentation of the continuum has remained significant in Ireland with 

insufficient linkages being made between the stages of the continuum. Furthermore, there is an 

overreliance on initial teacher education in a context where, until very recently, a formal induction 

programme has not been in place for the majority of newly qualified teachers (NQTs).  It has long 

been recognised that there is a need to bring greater coherence to provision at all stages of the 

continuum and the Council believes that this issue must be addressed as a matter of priority. 

Improvement 

The Council recognises that there is much excellent work being done by providers at the initial teacher 

education stage. However, it has identified many opportunities for improvement in key areas, e.g., 

many current programmes are overloaded and are based on somewhat outdated models of provision 

where there is much emphasis on contact hours and assessment.  This leaves insufficient time and 

space for the meaningful initiation of the development of teachers as reflective, enquiry-oriented, 

lifelong learners. This development is essential to prepare teachers to continually self-evaluate, 

collaborate and adapt throughout their careers to reflect the changing realities of the classrooms in 

which they will teach. 

The Council welcomes the recent introduction of the National Induction Programme for Teachers, 

which is accessible to all newly qualified teachers, but it believes that this is just a starting point, and 

there remains considerable scope for growth and improvement.  

Equally, while the Council acknowledges the range of continuing professional development 

programmes available for teachers, it believes that there is a need for much improvement in this 

area if we are to promote the long-term capacity-building that is now needed in the system.  
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Guiding Principles Underlying the Council’s Policy on the 

Continuum 

Based on the three broad pillars of innovation, integration and improvement, The Teaching Council‟s 

policy is that teacher education should be underpinned by a number of key principles. It should: 

 be informed by the core values of The Teaching Council‟s Codes of Professional Conduct for 

Teachers   

 be informed by the best available research and evidence 

 recognise teachers as lifelong learners and teacher education as a continuum 

 develop the capabilities which are central to teachers‟ professional practice and personal 

growth throughout the continuum 

 foster reflective, critical and enquiry-oriented learning 

 be based on a broad understanding of the practice of teaching as one involving complex 

relationships and requiring different types of professional knowledge2, attitudes and 

dispositions 

 be supported by appropriate structures designed to achieve coherence across all stages of 

the continuum 

 be provided using a partnership model involving teachers, schools and teacher educators 

 be adequately resourced to meet teacher, school and system needs 

 foster the development of competences to facilitate quality learning and cater for 

educational priorities   

 be subject to periodic review and ongoing evaluation of needs and priorities.  

                                                 
2
 Knowledge - for practice, knowledge - in practice and knowledge - of practice, as explicated in  Cochran-Smith, M., & Lytle, 

S. L. (1999). „Relationships of knowledge and practice: teacher learning in communities‟, Review of Research in Education  
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Initial Teacher Education 

Initial Teacher Education refers to the foundation stage of learning to be a teacher when student 

teachers are engaged in a recognised teacher education programme provided by a higher education 

institution. Further information on the provision of initial teacher education in Ireland and internationally 

is available in the Council‟s background document, Teacher Education in Ireland and Internationally. 

Teaching Council Policy on Initial Teacher Education 

The Teaching Council‟s policy on initial teacher education is generic in nature, insofar as possible, 

and applies to concurrent and consecutive programmes for primary and post-primary teaching, 

including the further education sector. It will be revised, as appropriate, following the reviews by the 

Council of programmes of initial teacher education which commenced in the 2009-2010 academic 

year, and will continue on an ongoing basis.  

The Council‟s policy is based on the generic principles of good teacher education which are 

outlined on page 7, bearing in mind its drive for innovation, integration and improvement. In 

addition, the following principles, which are specific to initial teacher education, are significant. 

Initial teacher education, teacher formation and the continuum 

 The initial teacher education stage of the continuum of teacher education is the foundation of 

the teacher‟s career and must be built upon through induction and early and continuing 

professional development using a spiral approach, i.e. involving an iterative revisiting of topics, 

subjects or themes throughout the career, building, extending and deepening understanding. 

 Initial teacher education should develop knowledge-for practice and also student teachers‟ 

capacity and skill for reflecting critically on their own practice and that of others, referred to in 

the literature as knowledge-in practice
3
.  The goal here is that of becoming in a real sense, 

though as yet in an initial sense, one‟s own best critic. In advancing this goal, the benefits for 

professional learning when student teachers evaluate each other‟s work in teams should be 

emphasised.  

                                                 
3
 Knowledge - for practice, knowledge - in practice and knowledge - of practice, as explicated in  Cochran-Smith, M., & Lytle, 

S. L. (1999). „Relationships of knowledge and practice: teacher learning in communities‟, Review of Research in Education  
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 Initial teacher education should be mindful of, and challenge as appropriate, the attitudes and 

beliefs about teaching and learning which student teachers carry with them and which inform 

and guide their professional practice. 

 Initial teacher education should involve the development of professional portfolios by student 

teachers which will be maintained by them throughout the life-long learning process. 

 Learning by student teachers should include their own learning of the curriculum 

subjects/syllabi they will teach, in terms of content, purpose and pedagogy. It should also 

include the insights, dispositions, and pedagogical capabilities that enable them, with growing 

degrees of fluency and confidence, to draw others into the learning of such subjects in 

imaginative and age-appropriate ways. 

 Programmes of initial teacher education should prepare student teachers for core areas such 

as school and classroom planning, assessment, evaluation, classroom management and 

differentiated teaching to meet the needs of the individual learner.  

 They should prepare student teachers for entry to their professional role in the context of a 

collaborative, dynamic school environment, helping them to engage with colleagues, co-

professionals and parents and understand their roles. 

 They should equip newly qualified teachers with a set of competences to facilitate quality 

learning and cater for current educational priorities such as literacy and numeracy, ICT and 

inclusion.  

Entry to initial teacher education 

 Selection procedures for initial teacher education should assess, in so far as possible, the 

broad range of factors which may impact on the applicant‟s suitability for entry to the 

profession. In that context, there should be a review of entry requirements and selection 

procedures to include consideration of: the use of aptitude tests and structured interviews; the 

significance of previous relevant experience; the standard of academic achievement required. 

Having regard to the latter in particular, the Council considers that the entry level Mathematics 

requirement should be raised. 

 Such a review would also explore ways of facilitating entry to the profession by under-

represented groups and alternative ways of assessing competence in numeracy, literacy and 

Gaeilge, as appropriate, prior to entry. It should also review the current practice of using quotas 

for Gaeltacht applications at primary level.  
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Programmes  

The foundation studies, professional studies and the practicum should be carefully planned in the 

light of changing understandings of the nature of learning and the theory-practice relationship, so 

that there is an appropriate balance between them and their inter-relationship is made explicit.  

 The Foundation Studies should:  

(a) provide research-informed insights into student teachers‟ understanding of the practices of 

teaching, learning and assessment 

(b) illuminate key dimensions of the professional context in which the thinking and actions of 

teachers are carried out 

(c) provide the basis of a strong professional ethic in teaching, and  

(d) provide the basis for reflective practice. 

 Professional Studies such as subject pedagogies (methodologies) and curriculum studies 

should be designed to advance the communicative skills of student teachers. It should also 

promote pedagogical content knowledge and cultivate the understanding and acumen that 

transform a fluency in one or more teaching subjects into an assured pedagogical capability. In 

such studies, teaching itself is understood and practised as a form of self-critical learning by 

student teachers, with ample opportunities for teamwork and enquiry-based initiatives with 

colleagues.  

 Where academic elective subjects form part of the programme, they should incorporate 

material appropriate to the teaching of the subject in the relevant sector. While such subjects 

may aim to contribute to students‟ personal and cultural development, they should also be 

related to their future work as teachers and the development of subject leaders. The range and 

focus of such subjects should be reviewed to reflect these aims. 

The school placement  

 The school placement experience should be regarded as a valuable opportunity for student 

teacher development and not merely as a means of assessing student teacher performance. 

New and innovative school placement models need to be developed using a partnership 

approach, whereby colleges and schools actively collaborate in the organisation of the 

practicum.  Such models would see greater levels of responsibility devolved to the profession 
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for the provision of structured support for its new members and a gradual increase in 

classroom responsibility for student teachers. Structured support would include mentoring, 

supervision and critical analysis of the experience as well as observation of, and conversations 

with, experienced teachers. Under this partnership model, all recognised schools would be 

expected to host a student on placement.  

 The school placement should take place in a variety of settings and incorporate a variety of 

teaching situations and school contexts: different age groups of students; different sectors, 

(primary/post-primary/FE), as appropriate; various socio-economic and cultural environments; 

multi-class and mixed ability teaching situations and team teaching/co-teaching situations. In all 

of these contexts, the practicum should afford student teachers the opportunity to plan and 

implement lessons and receive constructive feedback. 

 

 In the context of programmes of a longer duration (see below), the school placement should 

also allow the student teacher to undertake a variety of non-teaching activities and to observe a 

wide range of different teaching approaches. The extended duration of programmes should 

also allow for the development of a more reflective, enquiry-oriented approach to the school 

placement. 

Assessment 

 Rigorous systems should be in place to assess the development of the competences expected 

of graduating teachers
4
. Such systems should ensure that the graduating teacher would be 

capable of sustained classroom practice. 

 

 As part of any programme of initial teacher education at primary and post-primary levels, all 

student teachers should be required to complete courses in the teaching and assessment of 

literacy and Mathematics. Their final assessment should evaluate their own levels of literacy 

and numeracy and as well as their ability to teach and assess them.  

The duration and nature of initial teacher education programmes  

 This policy is mindful of the role of the Council, in co-operation with the Department of 

Education and Skills, in determining the duration and nature of teacher education.  The Council 

endorses the particular strengths of both the concurrent and consecutive models and is of the 

view that a balance should be maintained by the State in the provision of both. The Council 

                                                 
4
 As identified by the The Teaching Council in its draft strategy for the Review and Accreditation of Programmes of Initial 

Teacher Education.  
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notes that, at present, the concurrent route tends to be confined to programmes with practical, 

laboratory or workshop elements. It would welcome a greater degree of experimentation in the 

range of programmes offered via this route.   

 

 In cases where the number of places on programmes is regulated by the Department of 

Education and Skills, providers should be given sufficient advance notice of their allocation so 

as to facilitate multi-annual planning. 

 

 The duration and nature of initial teacher education programmes should have regard to the 

professional and personal development needs of student teachers at this crucial, foundation 

stage and the need to ensure that qualifications are recognised internationally. The duration of 

concurrent programmes should be a minimum of four years while post-graduate programmes 

of teacher education should take place over two years, thereby facilitating an innovative 

reconceptualisation of current programmes. The additional time available should be devoted to 

core areas, rather than academic subject electives, and should allow for: 

 extended school placement periods  

 an increased emphasis on portfolio work, reflective practice and research/inquiry-

based learning 

 an increased emphasis on the key strategic priorities of literacy and numeracy, ICT 

and inclusion 

 enhanced modes of delivery to enable wider access to programmes of teacher 

education. 

The Council believes that reconceptualised, extended programmes should be in place no later than 

2012/2013 in the case of concurrent primary programmes and 2014/2015 in the case of post-

primary programmes.  Preferably, graduates of all programmes would be awarded a qualification 

which would be recognised as partial fulfilment of a Master‟s degree. 

Among the resourcing issues to be considered are the following: 

 Lecturers and other staff responsible for student teachers‟ professional and personal 

development should be suitably qualified and experienced. 

 Staffing levels in provider institutions should be such that a student-centred experience can be 

provided, in particular, through active tutorial workshops.  

 College facilities appropriate to the programme concerned should be available to support 

teaching, learning and research. 
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Induction  

The Council welcomes the communication from the Minister in August 2010 that she intends to 

commence section 7(2)(f) of The Teaching Council Act, 2001, in relation to the induction of teachers 

into the teaching profession, in September 2012. Over the coming months, the Council will work on 

the establishment of the induction procedures it wants to see in place for newly qualified teachers from 

that date. As part of that work, the Council will consider how such procedures might dovetail with the 

probationary process.  

Induction may be defined as a programme of teacher education which takes place during that critical 

period at the beginning of the newly qualified teacher‟s career, usually the first year after qualifying as 

a teacher.  The purpose of an induction programme is to offer systematic professional and personal 

support to the newly qualified teacher.  The support is school-based and is given at school level by an 

experienced teacher, usually called a mentor, in collaboration with colleagues and initial teacher 

education providers. It builds on the experience of initial teacher education and lays the foundation for 

subsequent professional and personal growth and development.  Induction, therefore, is a particularly 

significant phase in building a seamless continuum in teacher education.   Further information on 

induction in Ireland and internationally is available in the Council‟s background document, Teacher 

Education in Ireland and Internationally. 

Teaching Council Policy on Induction 

The Teaching Council‟s policy on induction is based on a keen appreciation that teaching is an 

instance, par excellence, of lifelong learning and that initial teacher education cannot furnish „finished 

products‟.  It also recognises the important part induction plays in enriching schools themselves as 

learning environments, including the significant changes in work practices that innovative induction 

programmes both require and promote.  Therefore, the implementation of comprehensive induction 

programmes for all newly qualified teachers will be a major step forward in building the continuum of 

teacher education in Ireland. 

The Council‟s policy on induction is based on the three pillars of innovation, integration and 

improvement as well as the generic principles of good teacher education which are outlined on 

page 7. In addition, the following principles, which are specific to induction, are significant. 

Induction for all NQTs  

 There should be a multi-faceted national programme for the induction of all NQTs, regardless 

of their employment status.  
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 The implementation of the programme should ensure that induction is available to all NQTs in 

the first year after graduation. 

 Satisfactory completion of a programme of induction should be a requirement for full 

registration. 

Induction and the continuum 

 Induction, a primarily formative process, is distinct from probation, a primarily evaluative 

process. 

 Induction programmes should be integrally related to, and build on, programmes of initial 

teacher education and be based on a co-operative approach involving partnership between 

colleges of education, universities, the education centres network, support services and 

schools. 

 Induction programmes should shape NQTs‟ professional engagement in lifelong learning and 

help them continue their development as competent, effective teachers. 

 Induction should attend to the professional learning needs of NQTs and their induction into 

learning communities for lifelong learning as professionals. 

 Induction and continuing professional development should be based on the enquiry-oriented 

stance initiated in initial teacher education and these structural links and interfaces should be 

explicitly addressed in any national induction programme. 

Design of induction programmes 

 Induction programmes should be designed through a consultative process involving teacher 

educators and continuing professional development providers. 

 Induction programmes should provide access to a mentor with a minimum of five years in-

school teaching experience. 

 Mentors should be educated into their role through specific mentoring programmes.  

 Insofar as is reasonably practicable, mentors and mentees should be matched in terms of 

subject area and expertise and neighbouring schools should cooperate to facilitate this. 

 NQTs should actively shape their own professional development, in the context of a portfolio 

commenced during initial teacher education and built on throughout the teaching career.  

 Accreditation opportunities should be provided for both mentors and NQTs, within a lifelong 

learning framework to be designed by the Council.  
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Partnership with schools 

 Induction should be based on a whole-school approach which sees induction and mentoring as 

the professional responsibility of the whole community of teachers, supported by ITE providers, 

school leadership and linked to the school‟s development plan.  

Resourcing of Induction 

 Induction programmes should have access to an induction support service.  

 The provision of induction should be supported by appropriate structures, resources and 

processes, including training of mentors, time for meetings with mentors, peer-observation and 

attendance at relevant courses for NQTs. 

 With regard to the latter, the Council recommends that discrete time needs to be set aside by 

schools for the purposes of NQT and mentor development.  

Evaluation 

 Any induction procedures which may be put in place should be subject to periodic review and 

ongoing evaluation of needs and priorities. 
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Continuing Professional Development  

Continuing professional development (CPD) refers to lifelong teacher learning and comprises the full 

range of educational experiences designed to enrich teachers‟ professional knowledge5, 

understanding and capabilities throughout their careers.  Further information on the provision of 

continuing professional development in Ireland and internationally is available in its background 

document, Teacher Education in Ireland and Internationally. 

Teaching Council Policy on Continuing Professional 

Development 

The Council‟s Policy on CPD is underpinned by the three pillars of innovation, integration and 

improvement and the Council‟s generic principles of good teacher education which are set out on 

page 7. In addition, the following principles, which are specific to CPD, are significant. 

CPD - A right and a responsibility 

 CPD is both a right and a responsibility.  

 A registered teacher should take all reasonable steps to maintain, develop and broaden the 

professional knowledge, skill and capabilities appropriate to his or her teaching. Provision for 

discrete time for CPD needs to be included in the normal schedule of a teacher's work, without 

interfering with the integrity of the school year.  Such CPD should be based on teachers‟ 

identified needs within the school‟s learning community. 

The Council intends to work towards a position, following the adoption of a coherent national 

framework for CPD, where renewal of registration with The Teaching Council will be subject to the 

receipt of satisfactory evidence in relation to engagement in CPD.  

Coherent national framework  

 Effective CPD provision requires the adoption of a coherent national framework that is informed 

by international and national research evidence and which promotes individual and collective 

                                                 
5
 Knowledge –for practice, knowledge-in practice and knowledge-of practice, as explicated in  Cochran-Smith, M., & Lytle, S. 

L. (1999). „Relationships of knowledge and practice: teacher learning in communities‟, Review of Research in Education  
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teacher development as well as in-service preparation for the implementation of the latest 

reforms. 

 A national framework should identify ways in which professional development can be 

resourced and facilitated both within and outside school time, within a school and/or within a 

cluster of schools. A key challenge will be to take account of different categories of need and 

address current shortfalls while recognising the integrity of the school year and the need to 

minimise disruption to student learning.  

 There should be a partnership approach to policy development and planning involving all the 

key stakeholders. 

Resourcing of CPD 

 CPD programmes should have access to a national support service.  

 The provision of CPD should be supported by appropriate structures, resources and processes 

at national, regional and local level.  

 The current burden of administration on principals, and particularly on teaching principals, 

should be addressed so that they can be facilitated in developing the school as a learning 

community. The move to a model of more distributed leadership within schools would facilitate 

this. 

Teacher formation 

 CPD should promote knowledge-for, knowledge-in and knowledge–of practice
6
  in a context 

where there is adequate time for feedback and follow-up support. 

 Effective CPD, which is participative in nature, should encourage teachers to evaluate their 

pedagogical beliefs and practices, to critically reflect on their professional practice and working 

environments and to engage in professional collaboration. 

 Individual teachers should actively shape their own professional development, in the context of 

a portfolio commenced during initial teacher education and retained throughout the teaching 

career.  

 CPD should facilitate teachers‟ critical engagement with curriculum, pedagogy and assessment 

to maximise students‟ learning. 

 

                                                 
6
 Knowledge –for practice, knowledge-in practice and knowledge-of practice, as explicated in  Cochran-Smith, M., & 

Lytle, S. L. (1999). „Relationships of knowledge and practice: teacher learning in communities‟, Review of Research in 
Education  
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Design of CPD 

 Approaches to professional development should be designed having regard to the plurality of 

roles played by teachers in the holistic development of students and to the setting in which 

teachers work.  

 Approaches to professional development should recognise the importance of an attractive 

career structure for teachers.  In that regard, the Council believes that a national policy should 

facilitate teachers wishing to avail of leave of absence to pursue professional development 

opportunities.  

 Effective CPD should be constructivist in nature, involving both formal and informal ways of 

learning where emphasis is placed on reflection, joint problem solving, networking and 

systematic sharing of expertise and experience.   

 As professional learning communities, schools, or clusters of schools working together through 

structures such as Colleges, Universities and the Education Centres, have a central role to play 

in prioritising professional development needs.  

 CPD should be linked to school development and improvement and should empower teachers 

as professionals working within a coherent school programme rather than focussing only on 

skill training.  

 In exercising their role as professional learning communities, schools should prepare a 

professional development plan covering a three to five year period, taking into account 

teachers‟ individual needs, the needs of the school and the needs of the system. 

 School-based collaborative enquiry carried out by teachers in teams or groups and supported 

by teacher education departments, is a valuable model for CPD. 

Partnership and collaboration 

 The identification of priorities and the effective implementation of quality professional 

development requires ongoing collaboration between the stakeholders in education.  

 A collegial culture within schools and collaboration between schools and teacher education 

providers, are key determinants in nurturing teachers‟ engagement in professional 

development.   

 CPD should involve teachers in sharing their expertise and experience more systematically 

while building cumulative knowledge across the profession by strengthening connections 

across research, policy and practice.  
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Accreditation of CPD 

 The National Framework of Qualifications should be utilised to facilitate recognition of the role of 

additional qualifications in teachers‟ career structures. 

 Flexible modes of recognition and administration of CPD need to be continually developed and 

reviewed.  

 Programmes of CPD should be accredited by The Teaching Council having regard to its statutory 

powers under Section 39 of the Teaching Council Act, 2001. 

Priority areas 

 CPD should foster the development of competences to facilitate quality learning and cater for 

educational priorities. At the time of drafting this policy, key national priority areas include: literacy, 

numeracy and assessment, ICT and inclusion. 

 The Council will actively engage with teacher education providers in relation to the development of 

programmes of professional development aimed at up-skilling teachers in their subject content 

knowledge. 
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GLOSSARY 

Competences: Statements of the attributes, skills and knowledge that teachers as professionals 

should possess and exemplify. The achievement of competence is a developmental process that 

continues throughout a teacher‟s career. Competencies is the term used in some jurisdictions (e.g. 

New Zealand) and by some researchers. The term competences is used in this paper.  

Foundation Studies: As a multi-disciplinary field of study, education is informed by several areas of 

learning that have their origins in other relevant disciplines. Applied to education, 'foundation studies' 

typically includes the following: history of education, psychology of education, sociology of education, 

and philosophy of education. 

 

The practicum: This relates to the school-based component of programmes of initial teacher 

education whereby student teachers are afforded opportunities to teach in recognised schools in the 

relevant sector and to gain an overall school experience which includes opportunities for systematic 

observation, for collaborative work with school staff and for structured participation in school life. 

Professional Studies: Professional studies incorporate studies in the pedagogy of the subjects of the 

relevant curriculum or syllabus (i.e., in the case of the primary sector, the entire range of subjects 

which is included in the Primary School Curriculum and, in the case of post-primary, the post-primary 

syllabus subjects in which the student teacher is specialising.) Professional studies should be directed 

towards the appropriate age group. More detailed information on Professional Studies is included in 

the Teaching Council [Registration] Regulations, 2009. 

Out-of-field teachers: Teachers teaching a subject in respect of which their qualifications do not 

meet the subject-specific criteria set down by The Teaching Council for registration purposes. 

 


