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Abstract  

 

This thesis addresses the question of a national framework for continuing professional 

development (CPD) for teachers in Ireland. The framework aims to make provision for CPD 

that would be transformative in its impact on teachers, improving the quality of teaching 

for the benefit of the young people in the education system and enhancing the personal 

and professional well-being of teachers.  In that context, the literature on adult education 

as transformative learning was examined in constructing the conceptual framework 

underpinning the research.   

Three methods are used to address the research question: a questionnaire survey to 

teachers, individual interviews with stakeholder representatives and focus group interviews 

with teachers.  In building the foundation for meaningful CPD, the research takes an 

ƻǾŜǊǾƛŜǿ ƻŦ ǘƘŜ ǘŜŀŎƘŜǊΩǎ ŎŀǊŜŜǊΣ ƭƻƻƪƛƴƎ ŀǘ ǿƘŀǘ ƳƻǘƛǾŀǘŜǎ ǇŜƻǇƭŜ ǘƻ ōŜ ǘŜŀŎƘŜǊǎΣ Ƙƻǿ 

their programmes of initial teacher education prepare them and how they see themselves 

as professionals in their career.  It then goes on to exŀƳƛƴŜ ǘŜŀŎƘŜǊǎΩ ŜȄǇŜǊƛŜƴŎŜǎ ƻŦ /t5 ǘƻ 

ŘŀǘŜ ŀƴŘ ǘƘŜ ǇŜǊŎŜƛǾŜŘ ōŜƴŜŦƛǘǎ ƻŦ ǘƘƻǎŜ ŜȄǇŜǊƛŜƴŎŜǎΦ  CƛƴŀƭƭȅΣ ǘŜŀŎƘŜǊǎΩ ŀƴŘ ǎǘŀƪŜƘƻƭŘŜǊǎΩ 

thoughts on CPD in the future are examined.     

The research findings show that, while teachers are highly motivated to work with young 

people and to make a difference in their lives, a framework for CPD is urgently required if 

transformation of the profession is to happen.  In particular, the research establishes that: a 

significant number of teachers do not have a strong sense of professional identity: the 

notion of being lifelong learners has not been internalised by all teachers, albeit that there 

is much engagement in professional learning; a culture of collaboration among teachers is 

not yet embedded in schools in Ireland.   

The areas identified are in need of attention in the context of a CPD framework for teacher 

transformation.  A number of ideas, based on the principles of adult education, are put 

forward in this thesis to address these areas.  Suggestions are also offered in relation to the 

practicalities of progressing a CPD framework for teachers. 
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Chapter 1 

    Introduction to the Study 

 

Introduction  

¢Ƙƛǎ ǘƘŜǎƛǎ ǎŜŜƪǎ ǘƻ ŀƴǎǿŜǊ ǘƘŜ ǉǳŜǎǘƛƻƴ άǿƘŀǘ ǿƻǳƭŘ ōŜ ƴŜŎŜǎǎŀǊȅ ŦƻǊ ǘƘŜ ŎǊŜŀǘƛƻƴ ƻŦ ŀ 

national framework for continuing professional development (CPD) for teachers in Ireland 

which would ensure their transformative development, in the interest of facilitating high 

ǉǳŀƭƛǘȅ ŜŘǳŎŀǘƛƻƴ ŦƻǊ ȅƻǳƴƎ ǇŜƻǇƭŜ ǘƘǊƻǳƎƘƻǳǘ ǘƘŜƛǊ ŎŀǊŜŜǊǎΚέ This research question is 

premised on the conviction that teachers need to be lifelong learners to ensure the quality 

of their teaching.  As teachers are members of school communities, their learning is an 

interactional rather than an isolated process, albeit at times an individual pursuit.  It is 

intended, therefore, that the personal dimension of professional development will be to 

the fore in this study.  This study explores teacherǎΩ /t5 mainly through the lens of 

¢ǊŀƴǎŦƻǊƳŀǘƛƻƴ ¢ƘŜƻǊȅ ǿƘƛŎƘ ǿŀǎ ƛƴǘǊƻŘǳŎŜŘ ōȅ aŜȊƛǊƻǿ όмффрύ ƛƴ ǘƘŜ ŜŀǊƭȅ флǎ ŀǎ άŀ 

ǘƘŜƻǊŜǘƛŎŀƭ ƳƻŘŜƭ ƻŦ Ƙƻǿ ŀŘǳƭǘǎ ƭŜŀǊƴέ όǇΦмύΦ  aǳŎƘ Ƙŀǎ ōŜŜƴ ǿǊƛǘǘŜƴ ŀōƻǳǘ ŀŘǳƭǘ ŜŘǳŎŀǘƛƻƴ 

since the 90s and the literature on transformative learning in this context is explored in 

Chapter 3.   

 

This introductory chapter sets out the importance of the research question and the 

ǊŀǘƛƻƴŀƭŜ ŦƻǊ ŎƘƻƻǎƛƴƎ ǘƘŜ ǘƻǇƛŎ ƻŦ ǘŜŀŎƘŜǊǎΩ /t5 ŦƻǊ ǘƘƛǎ ǘƘŜǎƛǎΦ  {ŜŎƻƴŘŀǊȅ ǉǳŜǎǘƛƻƴǎ 

arising from the main question are also set out, together with a brief outline of the 

relevance of each.  The choice of research subjects and research methods, together with 

the reasons for choosing them, are outlined.  There is a brief summary of each chapter as a 

guide to the content of the thesis.   

 

¢ƘŜ ƛŘŜŀ ƻŦ άǘǊŀƴǎŦƻǊƳŀǘƛǾŜ ƭŜŀǊƴƛƴƎέ ƛǎ ŜȄǇƭƻǊŜŘ ƛƴ /ƘŀǇǘŜǊ оΣ ōǳǘ ƛǘ ƛǎ ƴŜŎŜǎǎŀǊȅ ƘŜǊŜ ǘƻ 

ǎŀȅ ŀ ŦŜǿ ǿƻǊŘǎ ƻŦ ŎƭŀǊƛŦƛŎŀǘƛƻƴ ŀōƻǳǘ ǘƘŜ ƴƻǘƛƻƴǎ ƻŦ ά/t5 ŦǊŀƳŜǿƻǊƪέΣ άŘŜǾŜƭƻǇƳŜƴǘέ ŀƴŘ 

άǉǳŀƭƛǘȅέΣ ǇŀǊǘƛŎǳƭŀǊƭȅ ŀǎ ŜƳǇƭƻȅŜŘ ƛƴ ǘƘƛǎ ǊŜǎŜŀǊŎƘ ǎǘǳŘȅΦ  CƛǊǎǘƭȅΣ ŀ άŦǊŀƳŜǿƻǊƪέ ƛǎ ƴƻǘ ŀ 

static entity.  It is a fluid, dynamic system which encompasses and accommodates the 

complex ƴŀǘǳǊŜ ƻŦ /t5 ŀƴŘ ƳǳƭǘƛŘƛƳŜƴǎƛƻƴŀƭ ǇǊƻǾƛǎƛƻƴǎ ŦƻǊ ǘŜŀŎƘŜǊǎΩ /t5Φ  ¢Ƙƛǎ ƛǎ ƴƻǘ ǘƻ 

suggest that a CPD framework lacks stability or consistency.  Its firm foundations will be the 

principles on which it is built and its supporting pillars will be stakeholders and others who 

work with teachers to ensure that the vision for transformative CPD is realised.   
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Secondly, aǎ ǊŜƎŀǊŘǎ άŘŜǾŜƭƻǇƳŜƴǘέΣ ƳǳŎƘ Ƙŀǎ ōŜŜƴ ǿǊƛǘǘŜƴ ƛƴ ǘƘŜ ŎƻƴǘŜȄǘ ƻŦ ǘŜŀŎƘer 

education, distinguishing between professional learning and professional development.  

This is dealt with in more detail at a later stage in the study.  Essentially, development 

implies growth, growth brings change and change, when truly productive, means 

transformation.  Good CPD can transform teachers and impact positively on the quality of 

teaching and learning for young people in the classroom.   Hargreaves (2003) holds that 

άtǊƻŦŜǎǎƛƻƴŀƭ ŘŜǾŜƭƻǇƳŜƴǘ ƛƴǾƻƭǾŜǎ ƳƻǊŜ ǘƘŀƴ ƭŜŀǊƴƛƴƎ ƪƴƻǿƭŜŘƎŜ ŀƴŘ ǎƪƛƭƭǎΧώƛǘ is] a 

ǇŜǊǎƻƴŀƭ ǇŀǘƘ ǘƻǿŀǊŘ ƎǊŜŀǘŜǊ ǇǊƻŦŜǎǎƛƻƴŀƭ ƛƴǘŜƎǊƛǘȅ ŀƴŘ ƘǳƳŀƴ ƎǊƻǿǘƘέ όǇǇΦсн-63). 

¢ƘƛǊŘƭȅΣ ƛƴ ǊŜƭŀǘƛƻƴ ǘƻ άǉǳŀƭƛǘȅέΣ ŀƴ ŜȄǇƭƛŎŀǘƛƻƴ ƻŦ ǿƘŀǘ ǘƘƛǎ ŎƻƴŎŜǇǘ ƛƳǇƭƛŜǎ ŦƻǊ ǘŜŀŎƘƛƴƎ ƛǎ 

ŦƻǳƴŘ ƛƴ .ŜǊƭƛƴŜǊΩǎ όнллрύ ǘƘǊŜŜ ŎƻƳǇƻƴŜƴǘǎ ƻŦ ƎƻƻŘ ǘŜŀŎƘƛƴƎΥ  

the logical acts of teaching (defining, demonstrating, modelling, explaining, 
correcting, etc.); the psychological acts of teaching (caring, motivating, 
encouraging, rewarding, punishing, planning, evaluating, etc.); and the moral 
acts of teaching (showing honesty, courage, tolerance, compassion, respect, 
fairness, etc. (p.207). 
 

One may argue with .ŜǊƭƛƴŜǊΩǎ ŘŜŦƛƴƛǘƛƻƴ ƻŦ ǘƘŜ components of quality teaching, and one 

Ƴŀȅ ŦƛƴŘ ǿƻǊŘǎ ǎǳŎƘ ŀǎ άǇǳƴƛǎƘƳŜƴǘέ ƻōƧŜŎǘƛƻƴŀōƭŜΣ ōǳǘ ƘŜ ƘƛƳǎŜƭŦ ŀƎǊŜŜǎ ǘƘŀǘ ǿƘŜƴ ǘƘŜǎŜ 

three cƻƳǇƻƴŜƴǘǎ ŀǊŜ άŎƻǳǇƭŜŘ ǿƛǘƘ ŘŜƳƻƴǎǘǊŀǘƛƻƴǎ ƻŦ ǎǘǳŘŜƴǘ ƭŜŀǊƴƛƴƎΣ ǿŜ ƘŀǾŜ ŀ ǎǘŀǊǘ 

ǘƻǿŀǊŘǎ ŀ ŘŜŦƛƴƛǘƛƻƴ ƻŦ ǉǳŀƭƛǘȅ ƛƴ ǘŜŀŎƘƛƴƎέ (p.207). 

1.1 The importance of the topic being researched 

¢ƘŜ ǘƻǇƛŎ ƻŦ ǘŜŀŎƘŜǊǎΩ /t5 ǿŀǎ ŎƘƻǎŜƴ ŦƻǊ ǘƘƛǎ ǎǘǳŘȅ ōŜŎŀǳǎŜ ƻŦ ǘƘŜ ƛƳǇƻǊtance of quality 

teaching in the lives of pupils and students in schools.  It can be argued that teachers, after 

parents, have the greatest responsibility for the educational and all-round development of 

young people. The education system, therefore, must ensure that teaching is of the highest 

quality, facilitated by excellent teachers who are well prepared for their role in the ever-

changing world of the 21st century.  The rapid changes in society are manifested in the 

rapidly changing needs of young people, not from generation to generation as happened 

ƭƻƴƎ ŀƎƻΣ ōǳǘ ŀƭƳƻǎǘ ŦǊƻƳ ȅŜŀǊ ǘƻ ȅŜŀǊΦ  ¢Ƙƛǎ ƛǎ ŜǾƛŘŜƴǘ ƛƴ ǎǘǳŘŜƴǘǎΩ ǳǎŜ ƻŦ ǘŜŎƘƴƻƭƻƎȅΣ ǎƻŎƛŀƭ 

media, classroom interactions, leisure pursuits, etc.   Teachers have to respond to the 

changing needs of their pupils and students, helping them to live fulfilled lives as young 

people now and as adults in the future.  This requires that teachers are transformed in their 

adoption of new ways of relating to, and working with, students, parents, colleagues and 

the many people who form the school community.    



3 
 

1.2 The rationale for the choice of topic 

In almost all professions, e.g., medicine, nursing, dentistry, law, CPD is undertaken by the 

members of the profession and, in most cases, it is a requirement for the continuation of 

their registration with their professional body which gives them a licence to practise. It is 

recognised that new knowledge and practices are continually being researched and 

discovered. Therefore, it is incumbent on professional practitioners to keep abreast of new 

developments and CPD provides opportunities to do so.  While CPD is not yet a mandatory 

requirement for teachers in Ireland, it is expected that the Teaching Council will require 

evidence of CPD for renewal of registration from 2016.    

When this study was initiated, I was CEO of the Teaching Council.   It is within the statutory1 

remit of the Teaching Council in Ireland to promote the continuing professional 

development of teachers.  It was hoped that the findings from the study, albeit undertaken 

ƛƴ ŀ ǇŜǊǎƻƴŀƭ ŎŀǇŀŎƛǘȅΣ ǿƻǳƭŘ ŎƻƴǘǊƛōǳǘŜ ǘƻ ǘƘŜ /ƻǳƴŎƛƭΩǎ ŦƻǊƳǳƭŀǘƛƻƴ ƻŦ ǇƻƭƛŎȅ ƻƴ ǘŜŀŎƘŜǊǎΩ 

CPD.  The Council has issued an initial document, Policy on the Continuum of Teacher 

Education, (2011a), but there has been little in-depth study to date on CPD for teachers in 

Ireland which might inform the work of the Council.  It is intended that many of the ideas 

ŀƴŘ ƛƴǎƛƎƘǘǎ ȅƛŜƭŘŜŘ ōȅ ǘƘƛǎ ǊŜǎŜŀǊŎƘ ǿƛƭƭ ōŜ ŎŜƴǘǊŀƭƭȅ ǊŜƭŜǾŀƴǘ ǘƻ ǘƘŜ /ƻǳƴŎƛƭΩǎ ǿƻǊƪ ƛƴ 

promoting the continuing professional development of teachers. 

 

Apart from initially being work-related, the topic of transformative CPD was chosen for this 

study because of my personal lifelong commitment to professional development.  I have a 

passionate interest in CPD for teachers, developed over a 42-year career in teaching and 

education. This career included 21 years as a School Principal, 6 years as National Co-

ordinator of the largest in-service programme undertaken in the State and 7 years as the 

first CEO of the Teaching Council.  The journey of learning and developing as a teacher, 

alone and with others, has been a lifetime of exploration of which this study is a part.  
 

1.3 Refining the research question 

Lƴ ƻǊŘŜǊ ǘƻ ǊŜŦƛƴŜ ǘƘŜ ǊŜǎŜŀǊŎƘ ǉǳŜǎǘƛƻƴΣ ǘƘŜ ŎƻƴǘŜȄǘ ŦƻǊ ǘŜŀŎƘŜǊǎΩ /t5 ǿŀǎ ŎƻƴǎƛŘŜǊŜŘΦ 

Information was gathered from policy and discussion documents, from Irish and 

international sources, in relation to historical and current developments.  A focused 

                                                           
1
 ¢ŜŀŎƘƛƴƎ /ƻǳƴŎƛƭ !ŎǘΣ нллмΣ  άофΦτ(1) The Council shall promote the continuing education and 
ǘǊŀƛƴƛƴƎ ŀƴŘ ǇǊƻŦŜǎǎƛƻƴŀƭ ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ ǘŜŀŎƘŜǊǎΧΦŎƻƴŘǳŎǘ ǊŜǎŜŀǊŎƘ ƛƴǘƻ ǘƘŜ ŎƻƴǘƛƴǳƛƴƎ ŜŘǳŎŀǘƛƻƴ 
ŀƴŘ ǘǊŀƛƴƛƴƎ ŀƴŘ ǇǊƻŦŜǎǎƛƻƴŀƭ ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ ǘŜŀŎƘŜǊǎΧ ǊŜǾƛŜǿ ŀƴŘ ŀŎŎǊŜŘƛǘ ǇǊƻƎǊŀƳƳŜǎ ǊŜƭŀǘƛƴƎ ǘƻ 
ǘƘŜ ŎƻƴǘƛƴǳƛƴƎ ŜŘǳŎŀǘƛƻƴ ŀƴŘ ǘǊŀƛƴƛƴƎ ƻŦ ǘŜŀŎƘŜǊǎέ 
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ǎŜƭŜŎǘƛƻƴ ƻŦ ƭƛǘŜǊŀǘǳǊŜ ǿƘƛŎƘ ǿŀǎ ƻŦ ǊŜƭŜǾŀƴŎŜ ǘƻ ǘŜŀŎƘŜǊǎΩ /t5 ǿŀǎ ŀƭǎƻ ŜȄŀƳƛƴŜŘΦ   ¢ƘŜǊŜ 

was much interesting and valuable information in the documentation and in the literature, 

particularly from international publications.  A significant gap, however, was evident in the 

published material on the provision for CPD for teachers in Ireland.  No CPD framework for 

Irish teachers has been developed, in so far as the pursuit of it through documentary 

evidence could ascertain.   

The initial consideration of the context and the examination of the literature, not having 

yielded any evidence of a CPD framework for teachers in Ireland, led to the question: what 

research would need to be conducted to inform policy on the establishment of a CPD 

framework which would facilitate transformative CPD for teachers?  In considering what 

research would need to be conducted, a number of questions related to the main research 

question came to the fore: 

1.3.1  Questions related to the main research question:  

(a) What motivates a person to be a teacher? 

(b) How well does Initial Teacher Education (ITE) prepare teachers for their role?  

(c) What are ǘŜŀŎƘŜǊǎΩ ǇŜǊŎŜǇǘƛƻƴs of their professional identity?  

(d) ²Ƙŀǘ Ƙŀǎ ōŜŜƴ ǘŜŀŎƘŜǊǎΩ ŜȄǇŜǊƛŜƴŎŜ ƻŦ /t5 ŘǳǊƛƴƎ ǘƘŜƛǊ ŎŀǊŜŜǊ ǘƻ ŘŀǘŜΚ   

(e) Iƻǿ ŀǊŜ ǘƘŜ ōŜƴŜŦƛǘǎ ƻŦ /t5 ƳŀƴƛŦŜǎǘŜŘ ƛƴ ǘŜŀŎƘŜǊǎΩ ǇǊŀŎǘƛŎŜΚ 

(f) How can we move forward in developing a CPD framework? 

These questions are important because the line of argument being advanced and explored 

in this thesis is that a framework for CPD which is successful in enabling teacher 

transformation is contingent on teachers who: enter the profession for the best of motives; 

experience programmes of initial teacher education that prepare them well; have a highly 

developed sense of professional identity in their discourse and actions as practitioners; are 

willing to engage in meaningful professional development on an on-going basis throughout 

their career.   It is anticipated that the insights and information which the responses to 

these questions might yield will contribute significantly to answering the main research 

question.  Each question is discussed more fully in the following paragraphs. 

  

¢ƘŜ ǉǳŜǎǘƛƻƴ ά²Ƙŀǘ ƳƻǘƛǾŀǘŜǎ ŀ ǇŜǊǎƻƴ ǘƻ ōŜ ŀ ǘŜŀŎƘŜǊΚέ ƳŀǘǘŜǊǎ ƛƴ ǘƘŀǘ ǘƘŜ ƳƻǘƛǾŀǘƛƴƎ 

factors in choosing teaching as a career will greatly determine the level of interest and 

passion with which a teacher undertakes his/her work.  Motivation can change as one 

progresses through the teaching career, sometimes waning in face of personal 

circumstances or professional challenges. Anecdotally, it is generally believed that teachers 
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are motivated by a desire to make a difference in the lives of young people. A range of 

explanations can be attributed to this aspiration but it usually translates as giving young 

people life chances of which they might otherwise have been deprived.  Linked to 

ƳƻǘƛǾŀǘƛƻƴΣ ǘƘŜ ǉǳŜǎǘƛƻƴƴŀƛǊŜ ǎǳǊǾŜȅ ŀƭǎƻ ŜȄǇƭƻǊŜǎ ά²Ƙƻέ ƛƴfluences people to be teachers 

and this is of relevance, particularly if family tradition is cited. When people enter a career 

which has been part of their lives through their formative years, it is likely that they have a 

good knowledge of what the work involves.  They will also have been party to family 

conversations and conversations between family members and teaching colleagues from 

which they will have gained insights and formed opinions about the profession.   This 

enables someone to make an informed choice to be, or not to be, a teacher.   

 

The area of ITE is included in the research as it is at the beginning of the continuum of 

ǘŜŀŎƘŜǊ ŜŘǳŎŀǘƛƻƴΦ  !ǎ ǎǳŎƘΣ ƛǘ ǎŜǘǎ ǘƘŜ ŦƻǳƴŘŀǘƛƻƴ ŦƻǊ ǘƘŜ ǘŜŀŎƘŜǊΩǎ ƧƻǳǊƴŜȅ ƻŦ ƭƛŦŜƭƻƴƎ 

learning.    Currently, there is much attention focussed on ITE in Ireland as programmes are 

ōŜƛƴƎ ŜȄǘŜƴŘŜŘ ŀƴŘ ǊŜŎƻƴŎŜǇǘǳŀƭƛǎŜŘΦ  ¢ŜŀŎƘŜǊǎΩ ǊŜŦƭŜŎǘƛƻƴǎ ƻƴ ǘƘŜƛǊ ƻǿƴ L¢9 ŜȄǇŜǊƛŜƴŎŜǎ 

ŀƴŘ ǎǘŀƪŜƘƻƭŘŜǊǎΩ ǇŜǊŎŜǇǘƛƻƴǎ ƻŦ L¢9 ŎƻǳƭŘ ōŜ ƛƴŦƻǊƳŀǘƛǾŜ ŀǎ ǇŀǊǘ ƻŦ ǘƘŜ ǊŜǎŜŀǊŎƘΦ  ¢ƘŜȅ 

could indicate the areas which may not have been addressed adequately, or at all, in ITE 

ŀƴŘ ǿƘƛŎƘ ŀǊŜ ƴƻǿ ŎŜƴǘǊŀƭ ǘƻ ǘƘŜ ǘŜŀŎƘŜǊΩǎ ǊƻƭŜΣ ǘƘǳǎ ǊŜǉǳƛǊƛƴƎ ŀǘǘŜƴǘƛƻƴ ǘƘǊƻǳƎƘ /t5Φ  Lƴ 

this study, it is not intended to carry out an in-depth investigation of ITE programmes in the 

State but to acknowledge their place in the teacher education process.  

 

¢ƘŜ ǉǳŜǎǘƛƻƴ ƻŦ ǘƘŜ ǘŜŀŎƘŜǊΩǎ ƛŘŜƴǘƛǘȅ ƛǎ ŀƭǎƻ ŎŜƴǘǊŀƭ ǘƻ ǘƘŜ ŎƻƴǎƛŘŜǊŀǘƛƻƴ ƻŦ ǘŜŀŎƘŜǊǎΩ /t5 

needs.  Professional identity changes as the teacher grows and develops in his/her role.   

Beauchamp and Thomas (2009) explain that άƛŘŜƴǘƛǘȅ ǎƘƛŦǘǎ Ƴŀȅ ƻŎŎǳǊ ǘƘǊƻǳƎƘƻǳǘ ŀ 

ǘŜŀŎƘŜǊΩǎ ŎŀǊŜŜǊ ŀǎ ŀ ǊŜǎǳƭǘ ƻŦ ƛƴǘŜǊŀŎǘƛƻƴǎ ǿƛǘƘƛƴ ǎŎƘƻƻƭǎ ŀƴŘ ƛƴ ōǊƻŀŘŜǊ ŎƻƳƳǳƴƛǘƛŜǎέ όǇΦ 

175). ¢ƘŜ ŜȄǇƭƻǊŀǘƛƻƴ ƻŦ ǇǊƻŦŜǎǎƛƻƴŀƭ ƛŘŜƴǘƛǘȅ ƛƴ ǘƘƛǎ ǎǘǳŘȅ ǊŜƭŀǘŜǎ ǘƻ ǘƘŜ ǘŜŀŎƘŜǊΩǎ own 

awareness of the complexity of teaching, the body of professional knowledge and the 

extensive range of professional skills he/she has developed, the multiplicity of decisions 

made on a constant basis in the practice of teaching every day and, above all, the moral 

purpose inherent in teaching.  Beijaard et al (2000) explain that it is important that teachers 

ŀǊŜ ƪŜŜƴƭȅ ŀǿŀǊŜ ƻŦ ǘƘŜƛǊ ǇǊƻŦŜǎǎƛƻƴŀƭ ƛŘŜƴǘƛǘȅ ōŜŎŀǳǎŜ άΧǇŜǊŎŜǇǘƛƻƴǎ ƻŦ ǘƘŜƛǊ ƻǿƴ 

professional identity affect their efficacy and professional development as well as their 

ability and willingness to cope with educational change aƴŘ ǘƻ ƛƳǇƭŜƳŜƴǘ ƛƴƴƻǾŀǘƛƻƴǎΧέ 

(p.750). Battey and Frank (2008) also link professional identity with professional 

development, ǇƻƛƴǘƛƴƎ ƻǳǘ ǘƘŀǘ άLŘŜƴǘƛǘȅ ƛǎ ǎƘŀǇŜŘ ōȅ ǘƘŜ ƪƴƻǿƭŜŘƎŜ ŀƴŘ ǎƪƛƭƭǎ ǿŜ ŀŎǉǳƛǊŜ 
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and shapeǎ ǘƘŜ ƪƴƻǿƭŜŘƎŜ ŀƴŘ ǎƪƛƭƭǎ ǿŜ ǎŜŜƪ ǘƻ ŘŜǾŜƭƻǇΧǇǊƻŦŜǎǎƛƻƴŀƭ ŘŜǾŜƭƻǇƳŜƴǘ ƛǎ ŀ 

space for acquiring new knowledge, re-crafting identities, and challenging existing cultural 

ŀƴŘ ǎƻŎƛŀƭ ǇǊŀŎǘƛŎŜǎέ όǇΦмнуύΦ 

 

1.4 Choice of research participants and research methodology  

It was decided to collect data on the experience of teachers in Ireland, in the context of the 

continuum of teacher education, to ƛŘŜƴǘƛŦȅ ǘŜŀŎƘŜǊǎΩ professional learning needs.  

Questions in relation to who might participate in the research and how the research data 

might be gathered were considered.  ¢ǿƻ ǎƻǳǊŎŜǎ ƻŦ ƛƴŦƻǊƳŀǘƛƻƴ ƻƴ ǘŜŀŎƘŜǊǎΩ ƭŜŀǊƴƛƴƎ 

needs were identified, these being teachers themselves and the stakeholders in education.  

Teachers have personal knowledge of their learning needs, in so far as they reflect on their 

practice, individually and with colleagues.  The stakeholders have knowledge of teaching 

from their interaction with teachers, from their observation of what happens in schools and 

from cross-ǎŜŎǘƻǊŀƭ ŘƛŀƭƻƎǳŜ ŀƴŘ ŘƛǎŎƻǳǊǎŜΦ  ¢ƘŜ ǎǘŀƪŜƘƻƭŘŜǊǎΩ ƛƴǎƛƎƘǘǎ ƻƴ ǘŜŀŎƘŜǊǎΩ 

ǇǊƻŦŜǎǎƛƻƴŀƭ ƭŜŀǊƴƛƴƎ ƴŜŜŘǎ ƻŦŦŜǊ ŀƴ ŀŘŘŜŘ ŘƛƳŜƴǎƛƻƴ ǘƻ ǘŜŀŎƘŜǊǎΩ ōŜƭƛŜŦǎ ǊŜƎŀǊŘƛƴƎ ǘƘŜƛǊ 

own learning needs.  It was decided to seek information from teachers and stakeholders 

using the following research methods: (i) a questionnaire survey with teachers at home and 

abroad; (ii) individual interviews with key stakeholders in Irish education and (iii) focus 

group interviews with teachers in Ireland.  These three methods, defended in Chapter 4, 

were combined with a view to yielding a rich harvest of data, the analysis of which might 

suggest productive ways ahead in creating a framework for transformative CPD for 

teachers.   

Lƴ ŎƻƭƭŜŎǘƛƴƎ ǘƘŜ ǊŜǎŜŀǊŎƘ ŘŀǘŀΣ ǘŜŀŎƘŜǊǎΩ Ŝngagement in lifelong learning through non-

formal and formal CPD opportunities is explored.  The research also seeks to ascertain the 

ǇŜǊŎŜƛǾŜŘ ōŜƴŜŦƛǘǎ ƻŦ /t5Σ ŦǊƻƳ ǘƘŜ ǘŜŀŎƘŜǊǎΩ ǇŜǊǎǇŜŎǘƛǾŜǎ ŀƴŘ ŦǊƻƳ ǘƘŜ ǎǘŀƪŜƘƻƭŘŜǊǎΩ 

perceptions.  Opinions are sought as to how it might be possible to move forward in 

developing a CPD framework.  The findings from the three research sources, together with 

an analysis of the findings, are set out in in Chapters 5 ς 9.   An outline of these, and all 

other chapters, is set out in the overview of the thesis that follows.  

1.5 Overview of Thesis 

Chapter 1, this chapter, introduces the research questions, sets out the purpose of the 

study and provides a preliminary exploration of the research areas which are related to the 

main question.  
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Chapter 2 sets the background and context for the development of a CPD framework for 

teachers in Ireland which could enable the transformation of teaching and learning in the 

State.  This involves the careful selection and examination of relevant documentation from 

Irish and international sources.  It also looks at the development of CPD opportunities, 

through the structures and provision for CPD, for teachers in Ireland from the late 90s 

onwards.  The ǊŀƴƎŜ ƻŦ ŘƻŎǳƳŜƴǘŀǘƛƻƴ ƻƴ ǘŜŀŎƘŜǊǎΩ /t5 ƛǎ ŜǾƛŘŜƴŎŜ ƻŦ ǘƘŜ ŜƴƻǊƳƻǳǎ 

interest in teachers and quality teaching worldwide over the past two decades.  The 

proliferation of publications on education systems, on the work of schools, on the role of 

the teacher ŀƴŘ ƻƴ ǎǘǳŘŜƴǘ ǇŜǊŦƻǊƳŀƴŎŜ ƛǎ ǳƴǇǊŜŎŜŘŜƴǘŜŘΦ  ¢ŜŀŎƘŜǊǎΩ ǇǊƻŦŜǎǎƛƻƴŀƭ ƭŜŀǊƴƛƴƎ 

needs, in the interest of improving the quality of teaching, are the subject of much public 

scrutiny and debate. The documentation selected for consideration in the second chapter 

consists of significant policy and discussion papers, many of which have been the subject of 

public debate in Ireland, e.g., the OECD Teachers Matter (2005).   

Chapter 3 constructs the conceptual framework for this study through the lens of adult 

educatiƻƴΣ ŀƴŘ ƳƻǊŜ ǇŀǊǘƛŎǳƭŀǊƭȅ WŀŎƪ aŜȊƛǊƻǿΩǎ ǘƘŜƻǊȅ ƻŦ ǘǊŀƴǎŦƻǊƳŀǘƛve learning.  The 

ŦƻŎǳǎ ƻŦ ǘƘŜ ǎǘǳŘȅ ƛǎ ǘƘŜ ŎǊŜŀǘƛƻƴ ƻŦ ŀ ŦǊŀƳŜǿƻǊƪ ŦƻǊ ǘŜŀŎƘŜǊǎΩ /t5 ǿƘƛŎƘ ǿƻǳƭŘ ŜƴŀōƭŜ ǘƘŜ 

transformation of teaching and learning in our schools.   There will be some elaboration on 

the difference between learning and development in Chapter 3 but, for now, the terms are 

used interchangeably.   When teachers engage in CPD, they are engaging as adults.   

¢ŜŀŎƘŜǊΩǎ /t5Σ ǘƘŜǊŜŦƻǊŜΣ ƛǎ ŀŘǳƭǘ ŜŘǳŎŀǘƛƻƴΦ   ¢ƘŜǊŜ ƛǎ ŀ Ǿŀǎǘ ōƻŘȅ ƻŦ ƭƛǘerature on adult 

ŜŘǳŎŀǘƛƻƴ ŀƴŘ ŀƭǎƻ ƻƴ ǘŜŀŎƘŜǊǎΩ ŎƻƴǘƛƴǳƛƴƎ ǇǊƻŦŜǎǎƛƻƴŀƭ ŘŜǾŜƭƻǇƳŜƴǘΦ  ¢ƘŜ ƭƛǘŜǊŀǘǳǊŜ ƛǎ 

examined in Chapter 3 with a view to constructing a theoretical framework for ǘŜŀŎƘŜǊǎΩ 

professional development in the context of adult education.  The areas being considered in 

the literature are:  tŜŀŎƘŜǊǎΩ ǇǊƻŦŜǎǎƛƻƴŀƭ ƛŘŜƴǘƛǘȅΤ ǘƘŜ ǘǊŀƴǎŦƻǊƳŀǘƛǾŜ ǇƻǘŜƴǘƛŀƭ ƻŦ ŀŘǳƭǘ 

education as a process of change for teachers and Continuing Professional Development as 

the nucleus for tŜŀŎƘŜǊǎΩ professional learning. 

Chapter 4 describes the methodology used for this study. Three methods are employed to 

gather data: a questionnaire survey with teachers in Ireland, Canada, Scotland and 

Australia; individual interviews with key stakeholders in education in Ireland and with a key 

educator from each of Canada, Scotland and New Zealand; focus group interviews with 

primary and post-primary teachers in Ireland.  The international dimension of the survey is 

undertaken to establish a baseline, looking at whether or not there are significant 

differences between Irish teachers and teachers in other education systems which are 

broadly similar to our own.    In the questionnaire, the information being sought relates to 
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ǘŜŀŎƘŜǊǎΩ ƳƻǘƛǾŀǘƛƻƴ ǘƻ ŜƴǘŜǊ ǘƘŜ ǇǊƻŦŜǎǎƛƻƴΣ ǘŜŀŎƘŜǊǎΩ ƛƴƛǘƛŀƭ teacher education, ǘŜŀŎƘŜǊǎΩ 

ǇǊƻŦŜǎǎƛƻƴŀƭ ƛŘŜƴǘƛǘȅΣ ǘŜŀŎƘŜǊǎΩ ŜȄǇŜǊƛŜƴŎŜǎ ƻŦ /t5 ŀƴŘ ǘƘŜƛǊ ƻǇƛƴƛƻƴǎ ƻƴ ǇƻƭƛŎȅ ŀǎǇŜŎǘǎ ƻŦ 

CPD provision.   The questionnaire survey is foundational to the individual interviews and to 

the focus group interviews and contributes to informing the structure and content of both 

sets of interviews.  The interviews follow similar lines of enquiry to those of the 

questionnaire. The personal interactions during the interviews allow the author to probe 

ƳƻǊŜ ŘŜŜǇƭȅ ƛƴǘƻ ƛƴǘŜǊǾƛŜǿŜŜǎΩ ǊŜǎponses and this facilitates the emergence of key insights 

into intervieweŜǎΩ ǘƘƛƴƪƛƴƎ ƻƴ ǘŜŀŎƘŜǊǎΣ ƻƴ ǘŜŀŎƘƛƴƎ ŀƴŘ ƻƴ ǘŜŀŎƘŜǊǎΩ ǇǊƻŦŜǎǎƛƻƴŀƭ ƭŜŀǊƴƛƴƎΦ 

Chapter 5 presents and analyses the findings from the questionnaire survey. A vast amount 

of data was generated from the 1682 completed questionnaires which were returned.  The 

data chosen for inclusion in the thesis are those which were most significant, i.e., the 

responses which are ranked highest, and in some cases those ranked lowest, by the survey 

participants.  Stacked bar graphs illustrate the responses for all questions and are included 

in Chapter 5.  215 charts representing the findings for each possible response, 

differentiated across the four jurisdictions surveyed, are included in the Appendices.  A 

summary of the findings from the questionnaires shows that: teachers are motivated to be 

teachers because they want to work with young people and make a difference in their lives; 

teachers have a strong sense of professional identity in relation to their professional role 

but they do not believe that they are held in high esteem by the public; staff meetings are 

the occasions when teachers most frequently engage in non-formal professional learning; 

in recent years, the majority of teachers have engaged in school-based CPD, followed 

closely by optional CPD organised nationally or regionally; interactive seminars are the 

most frequently experienced format of CPD and collaboration with colleagues is the most 

beneficial form of CPD, according to the respondents.  

Chapter 6 covers the first part of the individual interviews with the stakeholders. Response 

charts were constructed to indicate the comments and the level of response from the 

ƛƴǘŜǊǾƛŜǿŜŜǎΦ  ¢ƘŜ ƛƴǘŜǊǾƛŜǿŜŜǎΩ ǇŜǊŎŜǇǘƛƻƴǎ ƻŦ ǘƘŜ ŦƻƭƭƻǿƛƴƎ ŀǎǇŜŎǘǎ ƻŦ the teaching 

ǇǊƻŦŜǎǎƛƻƴ ŀǊŜ ǇǊŜǎŜƴǘŜŘ ŀƴŘ ŀƴŀƭȅǎŜŘΥ ǇŜƻǇƭŜΩǎ ƳƻǘƛǾŀǘƛƻƴ ǘƻ ōŜŎƻƳŜ ǘŜŀŎƘŜǊǎΤ ƛƴƛǘƛŀƭ 

ǘŜŀŎƘŜǊ ŜŘǳŎŀǘƛƻƴΤ ǘƘŜ ǇǳōƭƛŎ ǇŜǊŎŜǇǘƛƻƴ ƻŦ ǘŜŀŎƘƛƴƎκǘŜŀŎƘŜǊǎ ŀƴŘ ǘŜŀŎƘŜǊǎΩ ǇǊƻŦŜǎǎƛƻƴŀƭ 

identity.  According to the research findings, the stakeholders believe that the motivation 

to teach arises mainly from a desire to work with young people and to share their own love 

ƻŦ ƭŜŀǊƴƛƴƎΣ ǇŀǊǘƛŎǳƭŀǊƭȅ ƛƴ ǊŜƭŀǘƛƻƴ ǘƻ ǘƘŜƛǊ ŦŀǾƻǳǊƛǘŜ ǎǳōƧŜŎǘόǎύΦ  {ǘŀƪŜƘƻƭŘŜǊǎΩ ǇǊƛƻǊƛǘƛŜǎ ƛƴ 

                                                           
2
 In the Questionnaire, there were 22 questions with a total of 215 suggested responses.  Therefore, 

the 168 completed questionnaires yielded over 35,000 pieces of data.   
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relation to the reconceptualised programmes of ITE centre on partnership between 

teachers/schools and teacher educators/HEIs with teachers having a designated role in 

relation to student teachers. There is a general belief among the stakeholders that teachers 

ŀǊŜ ƘƛƎƘƭȅ ǊŜƎŀǊŘŜŘ ōȅ ǘƘŜƛǊ ǇǳǇƛƭǎΩκǎǘǳŘŜƴǘǎΩ ǇŀǊŜƴǘǎ ōǳǘ ƴƻt so by the media.  A number 

of interviewees are concerned that newly qualified teachers do not seem to have well-

developed interpersonal skills in dealing with parents and the wider community. For that 

reason, it is suggested by the stakeholders that greater attention needs to be paid to 

ǎǘǳŘŜƴǘ ǘŜŀŎƘŜǊǎΩ ǇŜǊǎƻƴŀƭ ŘŜǾŜƭƻǇƳŜƴǘ ŘǳǊƛƴƎ ǘƘŜƛǊ L¢9Φ   ¢ƘŜ ƛƴǘŜǊǾƛŜǿŜŜǎ, for the most 

part, perceive that teachers do not have a strong sense of teaching as a profession nor do 

they portray a strong sense of their professional identity.   

Chapter 7 continues with the presentation and analysis of data from the stakeholder 

ƛƴǘŜǊǾƛŜǿŜŜǎΦ  ¢Ƙƛǎ ƛƴŎƭǳŘŜǎ ǘƘŜ ǎǘŀƪŜƘƻƭŘŜǊǎΩ ǇŜǊŎŜǇǘƛƻƴǎ ƻf: teachers seeing themselves as 

ƭƛŦŜƭƻƴƎ ƭŜŀǊƴŜǊǎΤ ǘƘŜ {ǘŀǘŜΩǎ ǇǊƻǾƛǎƛƻƴ ŦƻǊ ǘŜŀŎƘŜǊǎΩ /t5 ŦǊƻƳ ǘƘŜ ƳƛŘ-90s to date; the 

development of a collaborative culture among teachers in Irish schools and the impact on 

ǎŎƘƻƻƭǎ ƻŦ ƎƻƻŘ /t5Φ   ¢ƘŜ ǎǘŀƪŜƘƻƭŘŜǊ ƛƴǘŜǊǾƛŜǿŜŜǎ ōŜƭƛŜǾŜ ǘƘŀǘ ǘŜŀŎƘŜǊǎΩ ƛƴǘŜǊŜǎǘ ƛƴ /t5 

has grown in recent years but they are not convinced that teachers see themselves as 

lifelong learners.  The stakeholders comment on the level of ǘŜŀŎƘŜǊǎΩ ŜƴƎŀƎŜƳŜƴǘ ƛƴ ƴƻƴ-

formal professional learning in support of their views, e.g., teachers as reflective 

practitioners, reading professional material, being members of professional bodies.  The 

stakeholders, on the whole, have positive views of the State provision for CPD but it is 

largely perceived in utilitarian rather than transformative terms.  Collaboration is not seen 

by the stakeholders to be embedded in school practice and the issue of time is raised in this 

ǊŜƎŀǊŘΦ ²ƘƛƭŜ ǘƘŜ ǿƻǊŘ άǘǊŀƴǎŦƻǊƳŀǘƛǾŜέ ƛǎ ƴƻǘ ǳǎŜŘ ōȅ ŀƴȅ ƛƴǘŜǊǾƛŜǿŜŜǎ ƛƴ ǊŜƭŀǘƛƻƴ ǘƻ ǘƘŜ 

impact of CPD, it could be inferred from some responses that good CPD would bring about 

ŀ ŎƘŀƴƎŜ ƛƴ ŀ ƴǳƳōŜǊ ƻŦ ŀǊŜŀǎ ƻŦ ǘŜŀŎƘŜǊǎΩ ǇǊŀŎǘƛŎŜ ŀƴŘ ǎŎƘƻƻƭ ƭƛŦŜΦ 

Chapter 8 is the first part of the presentation and analysis of the interviews with the focus 

groups of teachers.  The areas covered with the focus group participants mirror those 

ǇǳǊǎǳŜŘ ǿƛǘƘ ǘƘŜ ǎǘŀƪŜƘƻƭŘŜǊ ƛƴǘŜǊǾƛŜǿŜŜǎΣ ƛΦŜΦΣ ǇŜƻǇƭŜΩǎ ƳƻǘƛǾŀǘƛƻƴ ǘƻ ōŜŎƻƳŜ ǘŜŀŎƘŜǊǎΤ 

ƛƴƛǘƛŀƭ ǘŜŀŎƘŜǊ ŜŘǳŎŀǘƛƻƴΤ ǘƘŜ ǇǳōƭƛŎ ǇŜǊŎŜǇǘƛƻƴ ƻŦ ǘŜŀŎƘƛƴƎκǘŜŀŎƘŜǊǎ ŀƴŘ ǘŜŀŎƘŜǊǎΩ 

professional identity.  The findings indicate that the influence of their own teachers, when 

they themselves were pupils/students, can be a motivating factor, as well as wanting to 

work with young people and to make a difference in their lives. In speaking of ITE, a number 

of teachers express negative views of their own experience of ITE.  Teachers in the Focus 

Groups are interested in being more involved in supporting student teachers rather than 
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being passive observers as they currently are, to a large extent.  With regard to the public 

perception of teaching, the focus group interviewees believe that teachers are highly 

regarded at local level but not in the media. The latter is a source of hurt and annoyance to 

them.   When speaking of professional identity, the focus group participants do not 

articulate clearly their sense of their professional role.  ¢ƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ǎŜƴǎŜ ƻŦ ƛŘŜƴǘƛǘȅΣ 

as they expressed it, lacked a proactive dimension. It was influenced mainly by how the 

teachers believe others see them.    

Chapter 9 is the second part of the presentation and analysis of the interviews with the 

focus groups of teachers.  Here, the areas explored are:  teachers as lifelong learners, 

ǘŜŀŎƘŜǊǎΩ ŜȄǇŜǊƛŜƴŎŜ ƻŦ /t5Σ ǘƘŜ ŜŦŦŜŎǘǎ ƻŦ /t5 ŀƴŘ ǘƘŜ ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ ŀ ŎƻƭƭŀōƻǊŀǘƛǾŜ 

professional culture among teachers in Irish schools.  In relation to teachers as lifelong 

learners, the area most frequently referred to by the participants in the Focus Groups was 

that of postgraduate studies. In relation to CPD in general, the findings indicate that all 

primary teachers have experienced sustained CPD, mainly in relation to a revised 

curriculum, over a lengthy period of time from the late 90s.  By contrast, the official CPD 

provision for post-primary teachers is seen to be largely confined to those teachers where 

the syllabi for their subjects have been revised.  In speaking of the benefits of CPD, the 

participants in the four focus groups exhibited a certain level of satisfaction and positivity 

as they listed a number of benefits resulting from CPD, e.g.,  sharing their experiences and 

ideas.  There is evidence in the findings that collaborative practices are beginning to 

ŘŜǾŜƭƻǇ ōǳǘ ŀƴ ŜƳōŜŘŘŜŘ ŎǳƭǘǳǊŜ ƻŦ ŎƻƭƭŀōƻǊŀǘƛƻƴ ƛǎ ƴƻǘ ŜǾƛŘŜƴŎŜŘ ƛƴ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ 

responses.  

Chapter 10 highlights the main issues and concerns identified in the research data that 

need attention. This chapter seeks to identify what would be needed to address these 

ŀǊŜŀǎΦ ¢ƘŜ ƛǎǎǳŜǎ ŜƳŜǊƎƛƴƎ ŦǊƻƳ ǘƘŜ ǊŜǎŜŀǊŎƘ ǊŜƭŀǘŜ ǘƻ ǘŜŀŎƘŜǊǎΩ ǇǊƻŦŜǎǎƛƻƴŀƭ ƛŘŜƴǘƛǘȅΣ 

teachers and the continuum of teacher education, teachers as lifelong learners and 

ǘŜŀŎƘŜǊǎΩ ǇǊƻŦŜǎǎƛƻƴŀƭ ǊŜǎǇƻƴǎƛōƛƭƛǘƛŜǎΦ  ¢ƘŜ ǎǳōǎŜŎǘƛƻƴǎ ƛŘŜƴǘƛŦƛŜŘ ǿƛǘƘƛƴ ŜŀŎƘ ŀǊŜŀ ƻŦ ƛǎǎǳŜ 

ŀǊŜ ŎƻƴǎƛŘŜǊŜŘΦ  ¢ƘŜ ƛǎǎǳŜ ƻŦ ǘŜŀŎƘŜǊǎΩ ǇǊƻŦŜǎǎƛƻƴŀƭ ƛŘŜƴǘƛǘȅ ƛƴ ǘƘŜ ǊŜǎŜŀǊŎƘ ǊŜƭŀǘŜǎ ǘƻ 

teacƘŜǊǎΩ ǎŜƭŦ-confidence, their sense of professional competence, the effect of the current 

ŜŎƻƴƻƳƛŎ ǎƛǘǳŀǘƛƻƴ ƻƴ ǘŜŀŎƘŜǊǎ ŀƴŘ ǘŜŀŎƘŜǊǎΩ ǊŜƭŀǘƛƻƴǎƘƛǇ ǿƛǘƘ ǘƘŜ ¢ŜŀŎƘƛƴƎ /ƻǳƴŎƛƭΦ  ¢ƘŜ 

issues connected with the continuum of teacher education in the research include the 

perception of a top-down and a one-size-fits-all approach to nationally-facilitated CPD, the 

lack of sustained support to implement and embed new initiatives in schools and the 

allocation of time for CPD.  Lifelong learning issues in the research show the need to pay 



11 
 

ŀǘǘŜƴǘƛƻƴ ǘƻ ǘŜŀŎƘŜǊǎΩ ǊŜŦƭŜŎǘƛǾŜ ǇǊŀŎǘƛŎŜΣ ǘƻ ǘŜŀŎƘŜǊǎΩ ŜƴƎŀƎŜƳŜƴǘ ƛƴ ǊŜǎŜŀǊŎƘ ŀƴŘ ǘƻ ŀ 

career path for the teaching profession.  The issue of ǘŜŀŎƘŜǊǎΩ ǇǊƻŦŜǎǎƛƻƴŀƭ ǊŜǎǇƻƴǎƛōƛƭƛǘƛŜǎ 

in the research relates to the changing role of the teacher in the twenty-first century.  In 

that regard, the need for teachers to work collaboratively and to support new entrants to 

the profession is highlighted.  

Chapter 11 examines how an enabling provision for CPD could transform teachers and 

teaching.  Constructive possibilities through transformative CPD for making progress on the 

issues identified in Chapter 10 are suggested. These suggestions include the transformation 

ƻŦ ǘŜŀŎƘŜǊǎΩ ǎŜƴǎŜ ƻŦ ǇǊƻŦŜǎǎƛƻƴŀƭ ƛŘŜƴǘƛǘȅ ƛƴ ǘƘŜ ŎƻƴǘŜȄǘ ƻŦ ǘŜŀŎƘŜǊǎΩ ŀǿŀǊŜƴŜǎǎ of their 

ǊƻƭŜ ŀƴŘ ƛƴ ǘŜŀŎƘŜǊǎΩ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǘƘŜƛǊ ǇǊŀŎǘƛŎŜΦ  [ŜŀǊƴƛƴƎ ŀƴŘ /t5 ƻǇǇƻǊǘǳƴƛǘƛŜǎ ŀƴŘ 

professional designations for teachers are proposed, to promote and enhance a culture of 

lifelong learning in the teaching profession.  The promotion of teacheǊǎΩ /t5 ǘƘǊƻǳƎƘ ǘƘŜ 

creation of professional learning communities and the potential for transformation as a 

learner in a learning community are discussed.   

Chapter 12 looks at some practical issues in creating a framework for transformative CPD 

for teachers. Ideas are presented on ǘƘŜ ƛǎǎǳŜǎ ƻŦ ŘŜǾŜƭƻǇƛƴƎ ǘŜŀŎƘŜǊǎΩ ŀƴŘ ǎǘŀƪŜƘƻƭŘŜǊǎΩ 

awareness of the transformative potential of CPD for teaching and learning in schools. The 

creation of consultative structures for CPD which could inform CPD policies and processes 

are also discussed.  Other areas for consideration in the creation of a CPD framework are 

identified: the role of school leadership; accreditation of CPD providers; recognition of CPD 

towards academic and professional awards/qualifications; teacher foreign exchange 

programmes; funding and time. ¢ƘŜ ƛǎǎǳŜ ƻŦ ŦƛƴŘƛƴƎ ǘƛƳŜ ŦƻǊ ǘŜŀŎƘŜǊǎΩ /t5 ƛǎ considered in 

some detail and, in that context, new ways of working in schools and classrooms are 

advocated.   
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Chapter 2 

Historical and Current Context 
 

Introduction 

¢ƘŜ ǇǳǊǇƻǎŜ ƻŦ ǘƘƛǎ ŎƘŀǇǘŜǊ ƛǎ ǘƻ ǎŜǘ ǘƘŜ ŎƻƴǘŜȄǘ ŦƻǊ ǘƘƛǎ ǘƘŜǎƛǎ ƻƴ ǘŜŀŎƘŜǊǎΩ ŎƻƴǘƛƴǳƛƴƎ 

ǇǊƻŦŜǎǎƛƻƴŀƭ ŘŜǾŜƭƻǇƳŜƴǘΦ  Lƴ LǊŜƭŀƴŘΣ ǘƘŜ ŎƻƴŎŜǇǘ ƻŦ ǘŜŀŎƘŜǊǎΩ CPD became part of the 

education agenda in the early 70s.  The catalyst for this was the launch of the New Primary 

School Curriculum (1971) with the promise of a supporting programme of in-service 

education to facilitate its implementation.  However, a contemporaneous oil crisis and a 

downturn in the economy meant that the supporting CPD programme was not facilitated 

on a systematic scale, as intended.  Thereafter, the remaining years of the 70s and the 80s 

ǎŀǿ ƭƛǘǘƭŜ ƻǊƎŀƴƛǎŜŘ ǇǊƻǾƛǎƛƻƴ ŦƻǊ ǘŜŀŎƘŜǊǎΩ /t5Φ 

This chapter, then, will look at developments in relation to CPD for teachers from the 90s 

ƻƴǿŀǊŘǎΦ  wŜŦŜǊŜƴŎŜǎ ǘƻ ǊŜƭŜǾŀƴǘ ŀǎǇŜŎǘǎ ƻŦ ǘƘŜ ƛƴǘŜǊƴŀǘƛƻƴŀƭ ǎƛǘǳŀǘƛƻƴ ƻƴ ǘŜŀŎƘŜǊǎΩ /t5 

will also be included.   The chapter will be set out in three main sections as follows: 

2.1 Irish and international policy and discussion documents from 1990 onwards  

2.2 Bodies that support provision for teachers CPD in Ireland 

2.3 Conclusion 

2.1 Irish and international policy and discussion documents from  
1990 onwards 

There is an extensive range of policy and discussion documentation from the 90s onwards, 

devoted wholly or in part to CPD for teachers.  For this study, the documents are broadly 

grouped as:  

2.1.1  Irish Government/Department of Education documents  

2.1.2  Documents from international sources 

2.1.3 Teaching Council documents 

2.1.4  Documents produced by other groups in Ireland 
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2.1.1  Irish Government/Department of Education documents  

The documents referred to in this section are: 

¶ Education for a Changing World,  the Green Paper on Education (1992) 

¶ the Report on the National Education Convention (1994) 

¶ Charting Our Education Future, the White Paper on Education (1995).   

The essence of the proposals in these documents of the 1990s will be presented in an effort 

to portray the seriousness with which the subject of CPD for teachers was being considered 

by the government and by the participants in the National Education Convention.      

In the Foreword to the Green Paper, Education for a Changing World (1992), the Minister 

for Education referred to the need for change in certain areas in the education system.  To 

ǘƘŀǘ ŜƴŘΣ ƻƴŜ ƻŦ ǘƘŜ ǎƛȄ ƪŜȅ ŀƛƳǎ ƻŦ ǘƘŜ DǊŜŜƴ tŀǇŜǊ ǿŀǎ άǘƻ ǘǊŀƛƴ ŀƴŘ ŘŜǾŜƭƻǇ ǘŜŀŎƘŜǊǎ ǎƻ 

as to equip them for a constantly ŎƘŀƴƎƛƴƎ ŜƴǾƛǊƻƴƳŜƴǘέ όp.5). On the one hand, the Green 

Paper appeared to promote a functional approach to in-service training, i.e., the 

ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ ǘŜŀŎƘŜǊǎΩ ŎƻƳǇŜǘŜƴŎŜ ŀƴŘ ǘƘŜ ǳǇŘŀǘƛƴƎ ƻŦ ƪƴƻǿƭŜŘƎŜ ŀƴŘ ǎƪƛƭƭǎΦ  hƴ ǘƘŜ 

other hand, this was balanced bȅ ǘƘŜ ǊŜŎƻƎƴƛǘƛƻƴ ǘƘŀǘ άǇŜǊǎƻƴŀƭ ŀƴŘ ǇǊƻŦŜǎǎƛƻƴŀƭ 

ŘŜǾŜƭƻǇƳŜƴǘ ƛǎ ŀƭǎƻ ŘŜŎƛǎƛǾŜƭȅ ƛƳǇƻǊǘŀƴǘ ƛƴ ǎǳǎǘŀƛƴƛƴƎ ŀƴŘ ŜƴƘŀƴŎƛƴƎ ǘŜŀŎƘŜǊǎΩ ƳƻǘƛǾŀǘƛƻƴ 

ŀƴŘ ƛƴ ƘŜƭǇƛƴƎ ǘŜŀŎƘŜǊǎ ǘƻ ǊŜǎǇƻƴŘ ǇƻǎƛǘƛǾŜƭȅ ǘƻ ǘƘŜ ŎƘŀƴƎƛƴƎ ǊƻƭŜ ƻŦ ǘƘŜ ǎŎƘƻƻƭέ όp.166).  

The reference to personaƭ ŘŜǾŜƭƻǇƳŜƴǘ ǿŀǎ ƛƴǘŜǊŜǎǘƛƴƎ ŀǘ ŀ ǘƛƳŜ ǿƘŜƴ ǘŜŀŎƘŜǊǎΩ ǇŜǊǎƻƴŀƭ 

development was not high on the education agenda. The Green Paper also offered some 

promising considerations with regard to school staff working together to identify their 

development needs, the strengthening of resources to support in-career development, 

including the involvement of other agencies and the establishment of a specialist in-career 

development unit in the Department.        

In his Report on the National Education Convention (1994), (the Convention was held in 

Dublin Castle from 11th to 21st October 1993), Professor John Coolahan (1994), its Secretary 

DŜƴŜǊŀƭΣ ŘŜŎƭŀǊŜŘ ƛǘ ǘƻ ōŜ άŀƴ ǳƴǇǊŜŎŜŘŜƴǘŜŘΣ ŘŜƳƻŎǊŀǘƛŎ ŜǾŜƴǘ ƛƴ ǘƘŜ ƘƛǎǘƻǊȅ ƻŦ LǊƛǎƘ 

ŜŘǳŎŀǘƛƻƴέ όǇΦмύΦ  ¢ƘŜ /ƻƴǾŜƴǘƛƻƴ ǿŀǎ ŀ ƭŀƴŘƳŀrk event in two particular aspects of its 

proceedings: it steered the public discourse on education along new pathways of thinking 

and the consultative nature of the convention opened up the partnership process in Irish 

education.  The Convention took place over nine days of plenary sessions which were open 

to the public and it continued at roundtable discussions over the following months.  Some 

important new directions for the Irish education system were proposed in the Report on 

the National Education Convention (1994) and most of these were subsequently articulated 
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in the White Paper, Charting Our Education Future (1995). The Convention addressed 

various aspects of the teaching profession, including in-career development and the 

proposed Teaching Council. Coolahan (1994) stated that: 

To ensure that the teaching profession would be in a position to respond 
satisfactorily to the challenges which lie ahead, it was generally agreed that a 
number of initiatives should be undertaken. There was wide support for the 
policy proposal of the Green Paper which viewed the teaching career as a 
continuum involving initial teacher education, induction processes, and in-
career development opportunities, available periodically throughout a 
ǘŜŀŎƘŜǊΩǎ ŎŀǊŜŜǊ όǇΦурύΦ    

The Convention discussed a wide range ƻŦ ƛŘŜŀǎ ƻƴ ǘŜŀŎƘŜǊǎΩ /t5 ƛƴŎƭǳŘƛƴƎΥ ǘȅǇŜǎ ƻŦ 

professional development activities; school-based in-service provision; a co-ordinating 

ŀƎŜƴŎȅ ŦƻǊ /t5Τ ǘŜŀŎƘŜǊ ŀŎŎŜǎǎ ǘƻ /t5 ƻƴ ŀ ǊŜƎƛƻƴŀƭ ōŀǎƛǎ ǘƘǊƻǳƎƘ άƘŀǊƴŜǎǎƛƴƎέ ƻŦ ǘƘŜ  

providers; priorities for CPD with training for school management and leadership to the 

fore;  evaluation procedures; flexibility to accommodate proposals other than those 

prioritised; possibilities of new technology, particularly with regard to distance learning; 

certification of in-service education and the introduction of suitable substitution 

arrangements for teachers attending CPD courses.  The Convention foresaw the possibility 

of in-service provision complementing initial teacher education and providing for its 

restructuring.  There ǿŀǎ ŎƻƴŦƛŘŜƴŎŜ ǘƘŀǘ LǊŜƭŀƴŘ άƳƛƎƘǘ ōŜ ŜƴǘŜǊƛƴƎ ŀ ƴŜǿ ŜǊŀ ŦƻǊ ƛƴ-

service education, which could yield significant breakthroughs in the general education of 

ǇǳǇƛƭǎ ŀƴŘ ƛƴ ǘƘŜ ƎǊŜŀǘŜǊ ǇǊƻŦŜǎǎƛƻƴŀƭ ǎŀǘƛǎŦŀŎǘƛƻƴ ƻŦ ǘŜŀŎƘŜǊǎέ όǇΦууύΦ 

Adopting much of the thinking of the National Education Convention, the White Paper on 

Education, Charting Our Education Future (1995) stated that:  

the fundamental aims of in-career professional development programmes are 
to equip teachers with the capacity to respond effectively to major changes in 
the education system, including changes in curriculum, teaching 
methodologies, assessment, school organisation and management, and to 
provide for teachers' personal and professional development needs (p.135). 

While it was acknowledged in the White Paper that much good work was being done, there 

was criticism of the fragmented nature of the provision for CPD.  The White Paper promised 

that future policy would ensure the involvement of teachers, parents and boards of 

management in influencing CPD programme content.  Here we see the developing 

partnership role of the stakeholders in the area of policy formulation.  

²ƛǘƘ ǊŜƎŀǊŘ ǘƻ ǘƘŜ ǘŜŀŎƘŜǊǎΩ ǊƻƭŜΣ ǘƘŜ ²ƘƛǘŜ tŀǇŜǊ ǎǘŀǘŜŘ ǘƘŀǘ ǘŜŀŎƘŜǊǎ άƘŀǾŜ ŀ ǇŜǊǎƻƴŀƭ 

responsibility to keep themselves abreast ƻŦ ƴŜǿ ŘŜǾŜƭƻǇƳŜƴǘǎ ƛƴ ǘƘŜƛǊ ǇǊƻŦŜǎǎƛƻƴέ όǇΦмосύ, 
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similar to other professions, but that they should also be given opportunities to engage in 

ǎǘǊǳŎǘǳǊŜŘ /t5 ŀŎǘƛǾƛǘƛŜǎΦ  Lǘ ŦǳǊǘƘŜǊ ǎǘŀǘŜŘ ǘƘŀǘ άǘƘŜ ǎǘǊƻƴƎ ƳŜǎǎŀƎŜ ŜƳŜǊƎƛƴƎ ŎƻƴǎƛǎǘŜƴǘƭȅ 

from all quarters is that the approach to professional and personal development should be 

decentralised, school-focused and conducive to high levels of teacher participation in all 

aspects of the processέ (p.137).  Subsequently, the design and facilitation of system-led 

CPD aƛƳŜŘ ǘƻ ŀŘŘǊŜǎǎ ǘƘŜ ²ƘƛǘŜ tŀǇŜǊΩǎ ƛƴǘŜƴǘƛƻƴǎ ǿƛǘƘ ǊŜƎŀǊŘ ǘƻ ŘŜŎŜƴǘǊŀƭƛǎŜŘΣ ǎŎƘƻƻƭ-

focused and participative CPD, as outlined in section 2.2 on CPD Provision, in this chapter.  

The White Paper referred to the role of Education Centres in planning for the provision of 

CPD to school clusters in their areas.  It promised that the Department of Education would 

set out a strategic framework for CPD for teachers, in consultation with the partners in 

ŜŘǳŎŀǘƛƻƴΦ  Lǘ ŎƭŜŀǊƭȅ ǎŀǿ ǘƘŀǘ άǎǘǊǳŎǘǳǊŜŘ ǎǘŀŦŦ ŘŜǾŜƭƻǇƳŜƴǘέ όp.138) would be an 

ƛƳǇƻǊǘŀƴǘ ǇŀǊǘ ƻŦ ǘƘŜ ǎŎƘƻƻƭΩǎ Ǉƭŀƴ ŦƻǊ ǘƘŜ ǇǊƻǾƛǎƛƻƴ ƻŦ ǉǳŀƭƛǘȅ ŜŘǳŎŀǘƛƻƴΦ  ¢ƘŜ ²ƘƛǘŜ tŀǇŜǊ 

named school principals, primary and post-primary, as key people in the change process 

and said that they would be supported in their role by CPD programmes specifically 

designed to suit their needs. It further proposed that: 

The promotion of more collegiality and co-operation among teachers in 
schools in the development of whole-school approaches to educational 
provision and school planning, including the identification of curriculum 
leaders in particular specialisations, will be a particular emphasis of school-
based in-career development (p.139).  
 

wŜŀŘƛƴƎ ǘƘŜ ²ƘƛǘŜ tŀǇŜǊ όмффрύΣ ƛǘ ƛǎ ŎƭŜŀǊ ǘƘŀǘ ǘƘŜ ƎƻǾŜǊƴƳŜƴǘ ƘŀŘ ŎƻƴǎƛŘŜǊŜŘ ǘŜŀŎƘŜǊǎΩ 

CPD from many angles and firmly intended to put a system in place which would address 

the breadth and depth of the issues involved.  While the approach was largely aimed at 

ǘŜŀŎƘŜǊǎΩ ŀŘƻǇǘƛƻƴ ƻŦ ŎƘŀƴƎŜ ǘƻ ŎŀǘŜǊ ŦƻǊ ǘƘŜ ŜƳŜǊƎƛƴƎ ƴŜŜŘǎ ƛƴ ǘƘŜ ǎȅǎǘŜƳΣ ǘƘŜǊŜ ǿŀǎ ŀƴ 

understanding of the importance of personal as well as professional development for 

teachers.  

It is important to note that these three documents, the Green Paper on Education, 

Education for a Changing World (1992), the Report on the National Education Convention 

(1994), and the White Paper on Education, Charting Our Education Future (1995), gave an 

impetus to a re-imagining of teacher education in Ireland.  Since their publication, we have 

seen the establishment of the Teaching Council, a reconceptualisation of Initial Teacher 

Education and the intention to create a CPD framework, the subject of this thesis.  
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2.1.2  Documents from international sources  

The documents referred to in this section include a wide range of policy and discussion 

papers which are relevant to CPD for teachers.  For the purpose of probing the context for 

ǘŜŀŎƘŜǊǎΩ /t5 ƛƴ LǊŜƭŀƴŘΣ ŀ ŎŀǊŜŦǳƭ ǎŜƭŜŎǘƛƻƴ ƘŀŘ ǘƻ ōŜ ƳŀŘŜΣ ŎƘƻƻǎƛƴƎ ǘƘƻǎŜ ƻŦ most 

relevance to the Irish situation.   The selected documents are: 

European Union (EU) documents:  

¶ Common European Principles for Teacher Competences and Qualifications 

(2005) 

¶ Council conclusions on the professional development of teachers and school 

leaders (2007a)  

¶ 9ŘǳŎŀǘƛƻƴ ŀƴŘ ¢ǊŀƛƴƛƴƎ нлмл tǊƻƎǊŀƳƳŜΥ /ƭǳǎǘŜǊ Ψ¢ŜŀŎƘŜǊǎ ŀƴŘ ¢ǊŀƛƴŜǊǎΩ ς 

Main Policy Conclusions 2005-2007 (2007c). 

 

Organisation for Economic Co-operation and Development (OECD) and associated 

documents: 

¶ Review of National Education Policy ς Ireland (1991) 

¶ STAYING AHEAD; In-service Training and Teacher Professional Development  

(1998) 

¶ Attracting, Developing and Retaining Effective Teachers (2005): Country 

Background Report for Ireland (2003) 

¶ Teachers Matter: Attracting, Developing and Retaining Effective Teachers 

(2005) 

¶ Creating Effective Teaching and Learning Environments: First Results from TALIS 

(2009)  

¶ OECD Teaching and Learning International Study (TALIS): Summary Report for 

Ireland (2009).  Shiel et al. 

 

McKenzie and Company:  

¶ Iƻǿ ǘƘŜ ǿƻǊƭŘΩǎ ōŜǎǘ-performing school systems come out on top (2007) 

¶ Iƻǿ ǘƘŜ ǿƻǊƭŘΩǎ Ƴƻǎǘ ƛƳǇǊƻǾŜŘ ǎŎƘƻƻƭ ǎȅǎǘŜƳǎ ƪŜŜǇ ƎŜǘǘƛƴƎ ōŜǘǘŜǊ (2010). 

 

Education International Research Institution (EI): 

¶ The Future of the Teaching Profession, MacBeath, (2012), University                      

of Cambridge. 

 

Looking firstly at The Common European Principles for Teacher Competences and 

Qualifications (2005), these were devised as a response to the European Council and the 
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9ǳǊƻǇŜŀƴ /ƻƳƳƛǎǎƛƻƴΩǎ ǿƻǊƪ ƛƴ ǊŜƭŀǘƛƻƴ ǘƻ Education and Training 20103.  Despite the 

Ŏƻƴƴƻǘŀǘƛƻƴǎ ƻŦ ǘƘŜ ǿƻǊŘ άŎƻƳǇŜǘŜƴŎŜǎέ ŀǎ ǇŜǊŦƻǊƳŀƴŎŜ ƛƴŘƛŎŀǘƻǊǎΣ ǘƘŜ ƭŀƴƎǳŀƎŜ ƻŦ ǘƘŜ 

document takes a well-rounded, holistic approach to the work of teachers.  It states that 

ά¢ƘŜƛǊ ǇǊƻŦŜǎǎƛƻƴΣ ǿƘƛŎƘ ƛǎ ƛƴǎǇƛǊŜŘ ōȅ ǾŀƭǳŜǎ ƻŦ ƛƴŎƭǳǎƛǾŜƴŜǎǎ ŀƴŘ ǘƘŜ ƴŜŜŘ ǘƻ ƴǳǊǘǳǊŜ ǘƘŜ 

potential of all learners, has a strong influence on society and plays a vital role in advancing 

ƘǳƳŀƴ ǇƻǘŜƴǘƛŀƭ ŀƴŘ ǎƘŀǇƛƴƎ ŦǳǘǳǊŜ ƎŜƴŜǊŀǘƛƻƴǎέ (p.1).   The document goes on to identify 

the principles which should underpin policies that will enhance the teaching profession: 

qualifications; lifelong learning; professional development; teacher mobility; project 

participation and study exchanges with other European countries; partnerships between 

teacher educators and schools; reflection on practice (pp.2-3).  Three key competences are 

named in the document, i.e., Teachers should be able to: work with others; work with 

knowledge, technology and information; work with and in society (pp.3-4).  The Common 

European Principles and Competences provide a broad overview of the thrusǘ ƻŦ ǘƘŜ 9¦Ωǎ 

ŀǎǇƛǊŀǘƛƻƴǎ ŦƻǊ ǘŜŀŎƘŜǊΩǎ /t5 ŀƴŘ ǘƘŜȅ ŀǊŜ ŀ ǳǎŜŦǳƭ ǊŜŦŜǊŜƴŎŜ ŀƴŘ ƎǳƛŘŜ ŦƻǊ ǘƘŜ ŎǊŜŀǘƛƻƴ ƻŦ ŀ 

CPD framework for teachers.  

The EU document, Council conclusions on the professional development of teachers and 

school leaders (2007a), adopted the recommendations of Improving the Quality of Teacher 

Education (2007b), the latter being a communication from the EU Commission to the 

Council and the European Parliament. The adoption of the Council conclusions on the 

professional development of teachers and school leaders is indicative of the seriousness 

with which the subject of teacher education is treated at EU level.  Again, the language in 

the document is encouraging in that it portrays an understanding of the purpose of 

education beyond the functional aim of employability and competitiveness. In particular it 

recognises that:  

The knowledge, skills and commitments of teachers, as well as the quality of 
school leadership, are the most important factors in achieving high quality 
educational outcomes. Good teaching and the ability to inspire all pupils to 
ŀŎƘƛŜǾŜ ǘƘŜƛǊ ǾŜǊȅ ōŜǎǘ Ŏŀƴ ƘŀǾŜ ŀ ƭŀǎǘƛƴƎ ǇƻǎƛǘƛǾŜ ƛƳǇŀŎǘ ƻƴ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ 
futures (p.6).  

 

                                                           
3
 Education and Training 2010 - The Success of the Lisbon Strategy Hinges on Urgent Reforms was 

adopted as a programme of work by the European Council and the European Commission in 2004, 
for which άcommon references and principles are being developed with regard to a number of major 
aspects of lifelong learning as part of the imǇƭŜƳŜƴǘŀǘƛƻƴ ƻŦ ǘƘŜ ǿƻǊƪ ǇǊƻƎǊŀƳƳŜΧ¢ƘŜȅ ǊŜƭŀǘŜ 
ǘƻΧǘƘŜ ŎƻƳǇŜǘŜƴŎŜǎ ŀƴŘ ǉǳŀƭƛŦƛŎŀǘƛƻƴǎ ƴŜŜŘŜŘ ōȅ ǘŜŀŎƘŜǊǎ ŀƴŘ ǘǊŀƛƴŜǊǎ ƛƴ ƻǊŘŜǊ ǘƻ ŦǳƭŦƛƭ ǘƘŜƛǊ 
ŎƘŀƴƎƛƴƎ ǊƻƭŜǎέ нΦнΦо όнллпκ/ млпκлмύ 
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The continuum of teacher education is acknowledged and, in that context, it is 

ǊŜŎƻƳƳŜƴŘŜŘ ǘƘŀǘ άŜŦŦƻǊǘǎ ǎƘƻǳƭŘ ōŜ ƳŀŘŜ ǘƻ ŜƴǎǳǊŜ ǘƘŀǘΧŀƭƭ ǘŜŀŎƘŜǊǎ ǊŜŎŜƛǾŜ ǊŜƎǳƭŀǊ 

feedback on their performance, together with help in identifying their professional 

ŘŜǾŜƭƻǇƳŜƴǘ ƴŜŜŘǎ ŀƴŘ ŜǎǘŀōƭƛǎƘƛƴƎ ŀ Ǉƭŀƴ ǘƻ ƳŜŜǘ ǘƘŜǎŜέ όǇΦфύΦ  /ǳǊǊŜƴǘƭȅΣ ƻƴŎŜ ǇǊƻōŀǘŜŘΣ 

teachers in Ireland do not engage in performance appraisal and neither are they obliged to 

develop a CPD plan.  The EU document goes on to indicate the action that should be taken 

to provide learning opportunities for practising teachers and the role of school leaders gets 

special mention in this regard.  It is suggested that school leaders would benefit from 

άŎƻƭƭŀōƻǊŀǘƛǾŜ ƭŜŀǊƴƛƴƎ ǿƛǘƘ ǘƘŜƛǊ ŎƻǳƴǘŜǊǇŀǊǘǎ ƛƴ ƻǘƘŜǊ aŜƳōŜǊ {ǘŀǘŜǎέ όǇΦмлύΦ  ¢Ƙƛǎ Ǉƻƛƴǘ 

is worth noting when considering specific CPD for school Principals and other leaders in 

schools in Ireland. 

A further key EU document is 9ŘǳŎŀǘƛƻƴ ŀƴŘ ¢ǊŀƛƴƛƴƎ нлмл tǊƻƎǊŀƳƳŜΥ /ƭǳǎǘŜǊ Ψ¢ŜŀŎƘŜǊǎ 

ŀƴŘ ¢ǊŀƛƴŜǊǎΩ ς Main Policy Conclusions 2005-2007 (2007c). This is a review of the work of 

ǘƘŜ 9¦ /ƻƳƳƛǎǎƛƻƴΩǎ Ψ¢ŜŀŎƘŜǊǎ ŀƴŘ ¢ǊŀƛƴŜǊǎΩ /ƭǳǎǘŜr4 which was undertaken through Peer 

Learning Activities5 (PLAs).  While a report was compiled on the outcome of each PLA6, this 

document gave a composite picture of the themes that were common to all.  These 

ƛƴŎƭǳŘŜŘ ǘƘŜ ǘƘŜƳŜǎ ƻŦΥ ǘŜŀŎƘŜǊǎΩ ŀƴŘ ǘǊŀƛƴŜǊǎΩ lifelong learning; teaching in a culturally 

diverse classroom; ownership, self-esteem and self-accountability of teachers; leadership; 

partnerships; trust; how to stimulate, support and resource the whole of the education 

system.  Seven issues were identified for attention: the continuum of teacher education; 

ǘŜŀŎƘŜǊ ŜŘǳŎŀǘƛƻƴ ƛƴǎǘƛǘǳǘŜǎΩ ǎǳǇǇƻǊǘ ŦƻǊ ǘŜŀŎƘŜǊǎΩ /t5Τ  ǘŜŀŎƘŜǊǎΩ ƭŜŀŘŜǊǎƘƛǇΣ 

entrepreneurship and self-accountability; teacher mobility; partnerships between schools 

and teacher education institutions; practice-oriented research and teacher educators as 

role models for student teachers with regard to standards, action research and peer 

learning, among others.  The summary of the PLAsΩ comments and recommendations on 

these themes is of interest to this thesis as each area could, potentially, be the subject of 

CPD for teachers in Ireland.   

                                                           
4
 An EU Cluster is a group of representatives from member states who share a common interest in a theme, 

come together and learn from each other.  
5
 An EU PLA is a thematic working conference where policy issues are discussed following presentations of 

policy examples by the host country and by representatives from other countries. 
6
 Continuous Professional Development for Teachers and Trainers, Ireland, September 2005; Schools as learning 

Communities for their Teachers, The Netherlands, May 2006; Partnership between Schools for Vocational 
Education and Training (VET) and Companies, Austria, March 2007; Preparing Teachers to Teach Effectively in 
Culturally Diverse Settings, Norway, May 2007 and Relationships between Teacher Education Institutes and 

Schools, Denmark, October 2007. 
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In the OECD Review of National Policies for Education ς Ireland (1991), a number of points 

were made which would have been quite novel ideas in Ireland at that time.  One was that 

various forms of in-service education should be provided for teachers as a right and a 

responsibility, within a national policy framework (p.101).  Another point was that the 

άƴŜŜŘ ŦƻǊ ǘƘŜ ǎŎƘƻƻƭ ǘƻ ōŜ ǎŜŜƴ ŀǎ ŀ ƭŜŀǊƴƛƴƎ ƛƴǎǘƛǘǳǘƛƻƴ ŦƻǊ ŀƭƭ of its members, teachers as 

ǿŜƭƭ ŀǎ ǎǘǳŘŜƴǘǎΣ Ƴǳǎǘ ōŜ ǳƴŘŜǊƭƛƴŜŘΦέόp.102).  A further point related to the issue of time, 

ǿƘŜǊŜ ǘƘŜ h9/5 ŜȄŀƳƛƴŜǊǎ ŎƻƳƳŜƴǘŜŘ ƻƴ άǘƘŜ ƎŜƴŜǊŀƭƭȅ ǳƴƛƳŀƎƛƴŀǘƛǾŜ ŀƴŘ ƛƴŦƭŜȄƛōƭŜ ǿŀȅ 

ƛƴ ǿƘƛŎƘ ǘƘŜ ǎŎƘƻƻƭ Řŀȅ ƛǎ ƻǊƎŀƴƛǎŜŘΧώŀƴŘϐ ǘƘŜ limitations of a school day model which in 

general totally ignores the professional development needs of the teachers themselvesέ 

(p.102).  It is noteworthy, for future reference, that the OECD examiners also 

recommended the training of principals and the development of middle management in 

larger schools to cope with the demands of school life.  They suggested that  

The training and retraining of teachers should emphasise their role as articulators, 
managers and organisers of learning and not purveyors of facts and coaches for 
examinations, in order to enable them to cope positively with parent and 
community involvement in schooling and to acquire more democratic and co-
operative values (p.63).   
 

The promotion of differentiated forms of CPD and the recognition of the school as a 

learning community, as suggested in the OECD (1991) report, have been significantly 

advanced in this country since the report was written.  The issue of time, however, and the 

organisation of the school day, still remains unchanged in Irish schools, 23 years later, 

despite changes to the composition of the school day in many other parts of the world.   

The OECD document, STAYING AHEAD; In-service Training and Teacher Professional 

Development (1998), reports on a study which outlined the ǇǊƻǾƛǎƛƻƴ ŦƻǊ ǘŜŀŎƘŜǊǎΩ /t5 in 

eight countries, including Ireland.  It looked at how CPD lends itself to school improvement 

ŀƴŘ ŎƘŀƴƎŜΣ ǎǘŀǘƛƴƎ ǘƘŀǘ ά¢ŜŀŎƘŜǊǎΩ ƛƴ-service development is part of a wider enterprise to 

ŀŘŀǇǘ ŜŘǳŎŀǘƛƻƴ ǘƻ ƴŜǿ ŎƘŀƭƭŜƴƎŜǎ ŀƴŘ ƴŜǿ ŎƛǊŎǳƳǎǘŀƴŎŜǎέ όǇΦммύΦ Lǘ ƛŘŜƴǘƛŦƛŜǎ ǘƘŜǎŜ 

challenges in the context of the changing social, economic, educational and political 

environment. It recognises the dilemma for some countries in balancing student 

achievement against creativity and flexibility.  It advocates that schools should work in 

partnership with parents, guardians and others outside education and that students should 

be ŀŎǘƛǾŜƭȅ ƛƴǾƻƭǾŜŘ ƛƴ ǘƘŜ ƭŜŀǊƴƛƴƎ ǇǊƻŎŜǎǎΦ aŀƴȅ ƻǘƘŜǊ ƛǎǎǳŜǎ ƻŦ ǊŜƭŜǾŀƴŎŜ ǘƻ ǘŜŀŎƘŜǊǎΩ 

CPD are also covered, e.g., new technology and the Information Society. 
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In relation to Ireland, STAYING AHEAD commented on the provision for tŜŀŎƘŜǊǎΩ /t5 ǿƛǘƘ 

regard to the continuity of summer courses, the setting up of the in-Career Development 

Unit (ICDU) and the desirability of establishing a Teaching Council.  It attributed the 

increased provision for CPD programmes to the availability of EU Structural Funds under 

the Human Resource Operational Programme and the use of Capital Funds for the 

development of Education Centres.  It highlighted a number of factors influencing the need 

to provide CPD for teachers, e.g., the necessity to introduce programmes for an increasing 

student population with diverse abilities. The OECD, similar to its comments in the 1991 

review, identified the length of the school year, particularly at post-primary level, as an 

ƛƴƘƛōƛǘƛƴƎ ŦŀŎǘƻǊ ǿƛǘƘ ǊŜƎŀǊŘ ǘƻ ǘŜŀŎƘŜǊǎΩ ŀǾailability to engage in CPD activities.  The final 

ŎƻƳƳŜƴǘ ƻƴ ǘƘŜ LǊƛǎƘ ǎƛǘǳŀǘƛƻƴ ǎǘŀǘŜŘ ǘƘŀǘ άLƴ-service training is no longer seen as a luxury 

ƛƴ LǊƛǎƘ ŜŘǳŎŀǘƛƻƴΦΦΦƛǘ ƛǎ ǇŜǊŎŜƛǾŜŘ ŀǎ ŜǎǎŜƴǘƛŀƭ ŦƻǊ ǇǊƻŦŜǎǎƛƻƴŀƭ ŀƴŘ ǎŎƘƻƻƭ ŘŜǾŜƭƻǇƳŜƴǘέ ŀƴŘ 

it recognised thŜ ŎƘŀƭƭŜƴƎŜ άǘƻ Ŏƻ-ordinate resources to further both individual and system 

ƴŜŜŘǎέ όǇΦ90).   

The OECD Report, Teachers Matter: Attracting, Developing and Retaining Effective Teachers 

(2005) was the outcome of a review of teacher policy in 25 countries which was launched in 

нллнΦ  ¢ƘŜ ŎƻƳǇƻǎƛǘŜ ǊŜǇƻǊǘ ǿŀǎ ōŀǎŜŘ ƻƴ нр /ƻǳƴǘǊȅ .ŀŎƪƎǊƻǳƴŘ wŜǇƻǊǘǎ ό/.wǎύΦ LǊŜƭŀƴŘΩǎ 

CBR, Attracting, Developing and Retaining Effective Teachers (2003) was authored by 

tǊƻŦŜǎǎƻǊ WƻƘƴ /ƻƻƭŀƘŀƴΣ ǿƘƻ ǎŀƛŘ ǘƘŀǘ άǘƘŜ ƳƛŘ-nineties can be regarded as a landmark in 

the historical development of continuing professional development in terms of acceptance 

ōȅ ƴŀǘƛƻƴŀƭ ƎƻǾŜǊƴƳŜƴǘ ƻŦ ƛǘǎ ƛƳǇƻǊǘŀƴŎŜέ (p.43).  Coolahan (2003) recognised the setting 

up of the ICDU, and the investment in it, as positivŜ ƛƴŘƛŎŀǘƻǊǎ ƻŦ ǘƘŜ 5ŜǇŀǊǘƳŜƴǘΩǎ ƎƻƻŘ 

intentions with regard to CPD.   

Coolahan (2003) gave a brief summary of the main areas being supported by state-funded 

CPD programmes, i.e., revised curricula and syllabi, ICT, school leadership and school 

development planning. In looking at the CPD methodologies, he welcomed the school-

based and cluster-based organisation of CPD activities and acknowledged the abandonment 

of lecture-style presentations to large groups.  The CBR for Ireland highlighted the CPD 

methods of small-group work, skills experimentation, and identification of areas for 

ŀǘǘŜƴǘƛƻƴΣ ŀƴŘ ǘƘŜ ǊŜǇƻǊǘ ƴƻǘŜŘ ǘƘŀǘ άŎƻǳǊǎŜ ǇŀǊǘƛŎƛǇŀƴǘǎ ŀǊŜ ǾŜǊȅ ƳǳŎƘ ŜƴŎƻǳǊŀƎŜŘ ǘƻ 

engage with the issues by questions, discussions, exchange of experience and engaging in 

probƭŜƳ ǎƻƭǾƛƴƎέ (p.47). The use of these methods, which are very much in line with the 

principles of adult education, was an encouraging development in the area of CPD.   
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The OECD international reviewΣ ¢ŜŀŎƘŜǊǎΩ aŀǘǘŜǊ όнллрύΣ ŦƻǳƴŘ ǘƘŀǘ άǎŎƘƻƻƭ-based 

professional development activities, involving the entire staff or significant groups of 

ǘŜŀŎƘŜǊǎΣ ŀǊŜ ōŜŎƻƳƛƴƎ ƳƻǊŜ ŎƻƳƳƻƴέ όǇΦмннύ ŀƴŘ ǘƘŀǘ άƳƻǎǘ ŎƻǳƴǘǊƛŜǎ ƴƻǿ ƭƛƴƪ 

professional development to the developmental prioritieǎ ƻŦ ǘƘŜ ǎŎƘƻƻƭέ όǇ.123).  The 0ECD 

found that: 

The most effective forms of professional development seem to be those that 
focus on clearly articulated priorities, provide ongoing school-based support to 
classroom teachers, deal with subject matter content as well as suitable 
instructional strategies and classroom management techniques, and create 
opportunities for teachers to observe, experience and try new teaching 
methods (p.129). 
 

A significant finding in Teachers Matter  ǿŀǎ ǘƘŀǘ άƛƴ Ƴŀƴȅ ŎƻǳƴǘǊƛŜǎ ǘŜŀŎƘŜǊǎ Ŏŀƴ ƎŜǘ ŀ 

leave of absence, a sabbaǘƛŎŀƭ ƻǊ ŀ ǊŜǎŜŀǊŎƘ ƎǊŀƴǘ ǘƻ ǇǳǊǎǳŜ ǎǘǳŘȅ ŀƴŘ ǊŜǎŜŀǊŎƘ ŀŎǘƛǾƛǘƛŜǎέ 

(p.123).  This is not quite the case in Ireland where unpaid study leave for approved courses 

is available but sabbatical leave and research grants are not, unless one acquires the latter 

from philanthropic sources. 

The OECD Teaching and Learning International Survey - Creating Effective Teaching and 

Learning Environments: First Results from TALIS (2009) involved 23 countries and ŀƛƳŜŘ άǘƻ 

help countries review and develop policies to make the teaching profession more attractive 

ŀƴŘ ƳƻǊŜ ŜŦŦŜŎǘƛǾŜέ όǇΦоύΦ  ¢ƘŜ ǊŜǇƻǊǘ ŎƻƭƭŀǘŜŘ ǘƘŜ ŜȄǘŜƴǎƛǾŜ Řŀǘŀ ƎŜƴŜǊŀǘŜŘ ŦǊƻƳ ŀ 

sequence of surveys conducted with teachers in the participating countries.  The 

professional development of teachers is covered under a number of headings in the report 

and an examination of how Irish teachers responded may be very informative for the future 

ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ ǘŜŀŎƘŜǊǎΩ /t5 ƛƴ ǘƘƛǎ ŎƻǳƴǘǊȅΦ  {ƘƛŜƭ Ŝǘ ŀƭ όнллфύΣ ƛƴ ǘƘŜ ¢![L{ Summary 

Report for Ireland, showed that 86% of Irish teachers surveyed attended CPD courses and 

workshops during the 18 months prior to the TALIS survey.  In the five years prior to the 

TALIS survey, 51% of Irish teachers surveyed had participated in professional development 

networks, 42% had attended education conferences and seminars and 26% had 

participated in individual and collaborative research.  These figures highlight the need to 

develop CPD opportunities for Irish teachers which encourage them to embrace more 

participative and collaborative types of CPD, particularly in the area of research.   

The McKenzie Report, Iƻǿ ǘƘŜ ǿƻǊƭŘΩǎ ōŜǎǘ-performing school systems come out on top 

(2007), was based on an analysis of the achievement of the top performing schools in the 

Programme for Student International Assessment (PISA), together with a survey of 

literature, and interviews with over one hundred policy makers and practitioners.   For this 
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ǎǘǳŘȅ ƻƴ ǘŜŀŎƘŜǊǎΩ ǇǊƻŦŜǎǎƛƻƴŀƭ ŘŜǾŜƭƻǇƳŜƴǘΣ ǘƘŜ ŦƻƭƭƻǿƛƴƎ Ǉƻƛƴǘǎ ŦǊƻƳ ǘƘŜ aŎYŜƴȊƛŜ 

Report (2007) are of particular interest:   

Individual teachers need to become aware of specific weaknesses in their own 
ǇǊŀŎǘƛŎŜΧƴŜŜŘ ǘƻ Ǝŀƛƴ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǎǇŜŎƛŦƛŎ ōŜǎǘ ǇǊŀŎǘƛŎŜΧƛƴ ŀƴ ŀǳǘƘŜƴǘƛŎ 
ǎŜǘǘƛƴƎΧώŀƴŘϐ need to be motivated to make the necessary 
ƛƳǇǊƻǾŜƳŜƴǘǎΧ{ǳŎƘ ŎƘŀƴƎŜǎ ŎƻƳŜ ŀbout when teachers have high 
expectations, a shared sense of purpose, and above all, a collective belief in 
their common ability to make a difference to the education of the children 
they serve  (p.27). 
 

²ƘƛƭŜ ǘƘŜǊŜ Ƴŀȅ ōŜ Ƙƛƴǘǎ ƻŦ ŀ ƳŜŎƘŀƴƛǎǘƛŎ ŀǇǇǊƻŀŎƘ ǘƻ ǘŜŀŎƘŜǊΩǎ ǇǊƻŦŜǎǎƛƻƴŀƭ ŘŜǾŜƭƻǇƳŜƴǘ 

in this report, there are also intimations of transformation in some of the statements.  The 

report offers suggestions on school leadership and on enabling teachers to learn from each 

other.  

The further McKenzie Report, Iƻǿ ǘƘŜ ǿƻǊƭŘΩǎ Ƴƻǎǘ ƛƳǇǊƻǾŜŘ ǎŎƘƻƻƭ ǎȅǎǘŜƳǎ ƪŜŜǇ ƎŜǘǘƛƴƎ 

better (2010), builds on the 2007 study and focuses on 20 school systems from around the 

world which had improved significantly.  Four levels of improvement were determined and 

ƎǊŀŘŜŘ ŀǎΣ άtƻƻǊ ǘƻ ŦŀƛǊέΣ άCŀƛǊ ǘƻ ƎƻƻŘέΣ άDƻƻŘ ǘƻ ƎǊŜŀǘέ ŀƴŘ άDǊŜŀǘ ǘƻ ŜȄŎŜƭƭŜƴǘέΦ  ¢ƘŜ 

McKenzie report examines 575 reform interventions within the schools in the study to 

discover how they impacted on school improvement.  For the purpose of this study, it is 

interesting to note the following elements of the report pertaining to teacher development. 

Lƴ ǘƘŜ ǎŎƘƻƻƭ ǎȅǎǘŜƳǎ ǘƘŀǘ ǿŜǊŜ ǊŀƴƪŜŘ ŀǎ ƳƻǾƛƴƎ ŦǊƻƳ άDƻƻŘ ǘƻ ƎǊŜŀǘέΣ ǘƘŜ aŎKenzie 

Report (2010) found that: 

ΧǘƘŜ ƎƻƻŘ ǘƻ great journey marks the point at which the school system comes 
to largely rely upon the values and behaviours of its educators to propel 
continuing improvement. To this end, in systems on the good to great journey, 
the center employs a cluster of interventions aimed to make the 
apprenticeship and mentorship of educators as distinct as that seen in other 
professionals such as medicine or law (p.40). 
 

¢ƘŜ ǎŎƘƻƻƭ ǎȅǎǘŜƳǎ ǘƘŀǘ ƳƻǾŜŘ ŦǊƻƳ άDǊŜŀǘ ǘƻ ŜȄŎŜƭƭŜƴǘέ ǿŜǊŜ ŦƻǳƴŘ ǘƻ άŦƻŎǳǎ ƻƴ ŎǊŜŀǘƛƴƎ 

an environment that will unleash the creativity and innovation of its educators and other 

ǎǘŀƪŜƘƻƭŘŜǊ ƎǊƻǳǇǎΧώŀƴŘϐ ǘƻ ŜƴƘŀƴŎŜ ǘƘŜ ŜŘǳŎŀǘƻǊǎΩ ǊŜǎǇƻƴǎƛōƛƭƛǘȅ ŦƻǊ ƭƻƻƪƛƴƎ ŀŦǘŜǊ ŜŀŎƘ 

ƻǘƘŜǊΩǎ ŘŜǾŜƭƻǇƳŜƴǘέ (p.42). The report cites South Korea as an instance of exemplary 

practice where action research which is conducted by teacher in their schools is funded as 

ǇŀǊǘ ƻŦ ǘŜŀŎƘŜǊǎΩ ǇǊƻŦŜǎǎƛƻƴŀƭ ŘŜǾŜƭƻǇƳŜƴǘΦ  hǘƘŜǊ ǎŎƘƻƻƭǎ ŀǊŜ ƛƴǾƛǘŜŘ ǘƻ ǇŜŜǊ-review the 

research.  Inter-school learning is encouraged and joint research projects between schools 

in a district may also be funded.  The report tells us that, in the interest of making practice 
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ǇǳōƭƛŎΣ άǎŎƘƻƻƭǎ ŜƴŎƻǳǊŀƎŜ ǘƘŜƛǊ ǘŜŀŎƘŜǊǎ ǘƻ ƻǇŜƴ ǳǇ ǘƘŜƛǊ ŎƭŀǎǎǊƻƻƳǎ ǘƻ ƻǘƘŜǊǎ ǘǿƻ ƻǊ 

three times a month, at which time other teachers can come and visit and observe their 

lessonsέ (p.44).   Another interesting point made in the report is that there is looser control 

in schools where teachers have higher educator skills.  This indicates that where teachers 

can exercise professional freedom, and are trusted to do so, the result will be greater 

innovation and learning in the classroom.  

The final document being considered in this section is The Future of the Teaching Profession 

(2012) by Professor John MacBeath, commissioned by the Education International Research 

Institution (EI).  Macbeth was asked to reflect on what governments, communities and the 

ǘŜŀŎƘƛƴƎ ǇǊƻŦŜǎǎƛƻƴ ŎƻǳƭŘ Řƻ άǘƻ ŜƴƘŀƴŎŜ ǘƘŜ ƭŜŀǊƴƛƴƎΣ ŜŦŦƛŎŀŎȅ ŀƴŘ ǎǘŀǘǳǎ ƻŦ ǘŜŀŎƘŜǊǎέ 

(pΦоύΦ   9LΩǎ DŜƴŜǊŀƭ {ŜŎǊŜǘŀǊȅ ǎŀȅǎ ƻŦ ǘƘŜ ǊŜǇƻǊǘ ǘƘŀǘ άǘƘƛǎ ƛǎ ŀ ǇǊƻŦƻǳndly practical 

ǎǘǳŘȅΧǘƘŜǊŜ ǘƻ ǇƭŀŎŜ ǘƘŜ ǾƻƛŎŜǎ ƻŦ ǘŜŀŎƘŜǊǎ ŎŜƴǘǊŜ ǎǘŀƎŜ ƛƴ ǘƘŜ ŀǊƎǳƳŜƴǘǎ ŀǊƻǳƴŘ ǎƘŀǇƛƴƎ 

ǘƘŜ ǘŜŀŎƘƛƴƎ ǇǊƻŦŜǎǎƛƻƴ ƛƴ ǘƘŜ нм ŎŜƴǘǳǊȅέ όp.4).  MacBeath looks at many aspects of the 

teaching profession but one very interesting part, particularly for an audience of teachers in 

Ireland, is the section on School Self-Evaluation (SSE).  He recognises that SSE can be a tick-

box exercise and his valuable exposition of the alternative is worthy of a lengthy quote 

here: 

Self-evaluation can, however, assume a more dynamic form. It understands 
the iterative relationship between classroom life and school life, between 
ǎŎƘƻƻƭ ƭŜŀǊƴƛƴƎ ŀƴŘ ƻǳǘ ƻŦ ǎŎƘƻƻƭ ƭŜŀǊƴƛƴƎΦ Lǘ ǊŜŎƻƎƴƛǎŜǎ ǘƘŀǘ ǎǘǳŘŜƴǘǎΩ ƭŜŀǊƴƛƴƎ 
ŀƴŘ ǘŜŀŎƘŜǊǎΩ ƭŜŀǊƴƛƴƎ ŀǊŜ ƛƴǘŜƎǊŀƭƭȅ ŎƻƴƴŜŎǘŜŘ ŀƴŘ ǘƘŀǘ ǘŜŀŎƘŜǊǎΩ ƭŜŀǊƴƛƴƎ 
feeds from, and feeds into, organisational, or community, learning. It is a 
process by which schools make their intellectual and moral journey; measuring 
the distance they have travelled, not in the simplistic trajectory of aggregated 
attainment scores, summative tools that say little about deep learning. The 
tools of authentic, professionally driven self-evaluation, by contrast, are set in 
a social context. They encourage dialogue.  They serve a primarily formative 
purpose.  They are congenial, flexible and adaptable to new situation and new 
challenges. They measure how teachers are progressing in their thinking and 
practice and how the school is developing as a community of learners.  They 
relish accountability because it is the platform for telling a story rooted in 
evidence of the most profound kind.  It is this complexity and dynamic that is 
the missing ingredient in the ritualised and formulaic approaches to self-
evaluation (p.68). 
 

¢Ƙƛǎ ƛǎ Ƨǳǎǘ ŀ ǎŀƳǇƭŜ ƻŦ aŀŎ.ŜŀǘƘΩǎ ƛƴǎƛƎƘǘ and suggestions on changes that might be made 

in the practice of teaching based on his observations on the shortcomings in the current 

system.   
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2.1.3   Teaching Council documents  

The documents referred to in this section are the Code of Professional Conduct for Teachers 

(2012), the Policy on the Continuum of Teacher Education (2011a) and Initial Teacher 

Education: Criteria and Guidelines for Teacher Educators (2011b). 

The Code of Professional Conduct for Teachers (2012) is perhaps one of the most significant 

ŘƻŎǳƳŜƴǘǎ ǘƻ ōŜ ŎƻƴǎƛŘŜǊŜŘ ƛƴ ŜȄŀƳƛƴƛƴƎ ǇƻƭƛŎȅ ŀƴŘ ŘƛǎŎǳǎǎƛƻƴ ŘƻŎǳƳŜƴǘǎ ƻƴ ǘŜŀŎƘŜǊǎΩ 

CPD.   It has a statutory basis under the Teaching Council Act, 2001, and it is, therefore, 

incumbent on teachers to take cognisance of it and abide by it.  The Code sets ƻǳǘ ǘŜŀŎƘŜǊǎΩ 

professional responsibilities under six separate headings, ƛƴŎƭǳŘƛƴƎ άProfessional 

Developmentέ and άCollegiality and CollaborationέΦ  ¢ƘŜ /ƻŘŜ ǎǇŜŀƪǎ ƻŦ ǘŜŀŎƘŜǊǎΩ 

responsibility for "sustaining and improving the quality of their professional ǇǊŀŎǘƛŎŜέ (p.8) 

and working "in a collaborative manner with pupils/students, parents/guardians, school 

management, other members of staff, relevant professionals and the wider school 

community, as appropriate, in seeking to effectively meet the needs of pǳǇƛƭǎκǎǘǳŘŜƴǘǎέ 

(p.8).  Improving their practice and working collaboratively are inextricably linked in 

ǘŜŀŎƘŜǊǎΩ ŜƴƎŀƎŜƳŜƴǘ ƛƴ /t5Φ   Lƴ ǘƘŀǘ ǊŜǎǇŜŎǘΣ ǘƘŜ /ƻŘŜ ƛǎ ǘƛƳŜƭȅ ŀǎ ǿŜ ŦŀŎŜ ƛƴǘƻ ŀ ƴŜǿ 

phase of teacher professional responsibility where it is expected that CPD will be a 

ǊŜǉǳƛǊŜƳŜƴǘ ŦƻǊ ǘŜŀŎƘŜǊǎΩ ǊŜƴŜǿŀƭ ƻŦ ǘƘŜƛǊ ǊŜƎƛǎǘǊŀǘƛƻƴ ǿƛǘƘ ǘƘŜ /ƻǳƴŎƛƭ ŦǊƻƳ 2016 

onwards.  

The Policy on the Continuum of Teacher Education (2011a) was published by the Teaching 

Council following a lengthy and in-depth consultative process with the partners in 

education.  It acknowledges the traditional definition of the continuum, encompassing the 

three Is, i.e., Initial, Induction and In-service Education.  The Council set out a number of 

key principles which, with a further three Is, i.e., Innovation, Integration and Improvement, 

underpinned the policy.  Because of its significance in relation to this study, it is important 

ǘƻ ǎŜǘ ƻǳǘ ƘŜǊŜ ǘƘŜ /ƻǳƴŎƛƭΩǎ ǇǊƻǇƻǎŀƭ ŦƻǊ /t5 ŀǎ ŀ ǊƛƎƘǘ ŀƴŘ ŀ ǊŜǎǇƻƴǎƛōƛƭƛǘȅ ŦƻǊ ǘŜŀŎƘŜǊǎΥ 

CPD is a right for all registered teachers. In that context, an allocation of time 
ŦƻǊ ƛƴŘƛǾƛŘǳŀƭ ŀƴŘκƻǊ ǎǘŀŦŦ ƎǊƻǳǇ /t5 ǎƘƻǳƭŘ ōŜ ōǳƛƭǘ ƛƴǘƻ ǘŜŀŎƘŜǊǎΩ ǎŎƘŜŘǳƭŜŘ 
non-teaching time. The allocation of time should be significant and should 
reflect the importance of CPD for effective professional practice.   
 
/t5 ǎƘƻǳƭŘ ōŜ ōŀǎŜŘ ƻƴ ǘŜŀŎƘŜǊǎΩ ƛŘŜƴǘƛŦƛŜŘ ƴŜŜŘǎ ǿƛǘƘƛƴ ǘƘŜ ǎŎƘƻƻƭ ŀǎ ŀ 
learning community.  
 
CPD is a responsibility of all registered teachers. In that context, a registered 
teacher should take reasonable steps to maintain, develop and broaden the 
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professional knowledge, skill and capabilities appropriate to his or her teaching 
(p.19). 
 

The Council goes on to state the need for a national CPD framework and it is expected that 

there will be further consultation and extensive drafting of documentation in the process of 

creating the framework.  

The Council's follow-on document, Initial Teacher Education: Criteria and Guidelines for 

Programme Providers (2011b), is important in looking at the context for CPD as, for the first 

time in this State, a set of learning outcomes for graduating teachers has been composed.  

The outcomes are deemed to be the competences necessary for teaching, with the word 

άŎƻƳǇŜǘŜƴŎŜǎέ ōŜƛƴƎ ǳƴŘŜǊǎǘƻƻŘ ŀǎ ϦǎǘŀǘŜƳŜƴǘǎ ƻŦ ǘƘŜ ŀǘǘǊƛōǳǘŜǎΣ ǎƪƛƭƭǎ ŀƴŘ ƪƴƻǿƭŜŘƎŜ 

that teachers as professionals should possess and exemplify"7.  These learning outcomes 

may be, accordingly, the foundation upon which continuing professional development for 

teachers may be built.  If we accept that the learning outcomes outline the breadth and 

depth of the role of the teacher, then there is ample scope to consider how they might be 

further developed as points of reference for teacher reflection and CPD.   

In relation to the context for CPD, another area of the Initial Teacher Education (ITE) 

ƎǳƛŘŜƭƛƴŜǎ ǿƘƛŎƘ ƘƻƭŘǎ ƳǳŎƘ ǇǊƻƳƛǎŜ ŦƻǊ ǘŜŀŎƘŜǊǎΩ ƭŜŀǊƴƛƴƎ ƛǎ ǘƘŀǘ ƻŦ ǘƘŜ ǎŎƘƻƻƭ ǇƭŀŎŜƳŜƴǘ 

for student teachersΦ  ¢ƘŜ /ƻǳƴŎƛƭ ǇǊƻǇƻǎŜŘ ǘƘŀǘ άƴŜǿ ŀƴŘ ƛƴƴƻǾŀǘƛǾŜ ǎŎƘƻƻƭ ǇƭŀŎŜƳŜƴǘ 

models should be developed using a partnership approach, whereby HEIs and schools 

actively collaborate in the organisation of the school placementέ (p.15).  The potential for 

rich shared leaǊƴƛƴƎ ƛǎ ŜƴŎŀǇǎǳƭŀǘŜŘ ƛƴ ǘƘŜ ǎǳƎƎŜǎǘƛƻƴǎ ǘƘŀǘ ǘƘŜǊŜ ƳƛƎƘǘ ōŜ άŦŀŎƛƭƛǘŀǘƛƻƴ ōȅ 

the HEI of Continuing Professional Development (CPD) for Co-ƻǇŜǊŀǘƛƴƎ ¢ŜŀŎƘŜǊǎΧŦƻǊ ƻǘƘŜǊ 

ƳŜƳōŜǊǎ ƻŦ ǎŎƘƻƻƭ ǎǘŀŦŦΧώŀƴŘϐ ŀŎŎƻƳƳƻŘŀǘƛƻƴ ōȅ ǘƘŜ ǎŎƘƻƻƭ ƻŦ I9L ǇŜǊǎƻƴƴŜƭ ǿƛǎƘƛƴƎ ǘƻ 

updŀǘŜ ǘƘŜƛǊ ǘŜŀŎƘƛƴƎ ŜȄǇŜǊƛŜƴŎŜέ όǇΦмсύΦ  

2.1.4    Documents produced by other groups in Ireland  

The documents referred to in this section are the LǊƛǎƘ bŀǘƛƻƴŀƭ ¢ŜŀŎƘŜǊǎΩ hǊƎŀƴƛǎŀǘƛƻƴΩǎ 

(INTO) Professional Development of Teachers: Issues in in-service education (1993), the 

9ŘǳŎŀǘƛƻƴ /ŜƴǘǊŜ bŜǘǿƻǊƪΩǎ (EC) publication Continuing Personal and Professional 

Development Needs of Teachers in Ireland, (2010) and the report of the Teaching and 

Learning for the 21st Century (TL21) project from the Education Department at NUI 

                                                           
7
 The Teaching Council Policy on the Continuum of Teacher Education ǎǘŀǘŜǎ ǘƘŀǘ ά/ƻƳǇŜǘŜƴŎŜǎ ŀǊŜ 

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 
ǘŜŀŎƘŜǊΩǎ ŎŀǊŜŜǊέ όǇΦрύΦ 
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Maynooth - Learning Anew: Final Report of the Research and Development Project, 

Teaching and Learning for the 21st Century, 2003-2007 (2007). 

¢ƘŜ Lb¢hΩǎ Professional Development of Teachers: Issues in in-service education (1993) was 

selected for this chapter as it illustrates the positioning of a teacher union in the 

professional space of CPD for teachers.  The deliberations in this document bring together 

ǘƘŜ ǳƴƛƻƴΩǎ ƛƴǘŜǊŜǎǘ ƛƴ ǎǳǇǇƻǊǘƛƴƎ ǘƘŜ ŜƴƘŀƴŎŜƳŜƴǘ ƻŦ ǘŜŀŎƘŜǊǎΩ ǇǊƻŦŜǎǎƛƻƴŀƭƛǎƳ ǿƘƛƭŜ 

holding a firm line on the accompanying material considerations, as one would expect from 

the union standpoint.  A number of barriers to professional development were identified by 

the INTO, among them the issue of time, possible resistance and insecurity related to 

change, the lack of resources and the absence of guidelines. The INTO supported the 

emerging school-based model of professional development, albeit with reservations, 

conceding that:  

while the autonomy of the individual teacher may be somewhat reduced by a 
process of school based collaborative planning, the increased control over the 
broader school context will be considerably enhanced, creating a professional 
community capable of communicating its practices and procedures effectively 
and coherently to the community (p.29). 
 

The central role of the Principal teacher in the process of staff development was 

acknowledged by the INTO while recognising the difficulty this might pose for Principals due 

to the varied and demanding duties of their role.  It accepted, with caution, the concept of 

school advisors whose roles would be clearly defined in the context of tasks such as subject 

methodologies, decision-making and problem-solving.  It also acknowledged that teachers 

learn from each other but questioned how this could be accommodated given the isolated 

ƴŀǘǳǊŜ ƻŦ ǘŜŀŎƘŜǊǎΩ ǇǊŀŎǘƛŎŜΦ ¢ƘŜ Lb¢h ŦǳǊǘƘŜǊ ŀŘǾƛǎŜŘ ǘƘŀǘ ƛƴŘƛǾƛŘǳŀƭ ŀƴŘ ǎȅǎǘŜƳ ƴŜŜŘǎ 

ƴŜŜŘŜŘ ǘƻ ōŜ ǊŜŎƻƴŎƛƭŜŘ ǘƻ ŜƴǎǳǊŜ ǘƘŀǘ ǘŜŀŎƘŜǊǎΩ ƳƻǘƛǾŀǘƛƻƴΣ ƭŜŀǊƴƛƴƎ ǎǘȅƭŜǎ ŀƴŘ 

responsibility for their own learning were not ignored.     

It was clear from this document that the INTO was seeking to influence the upcoming policy 

on CPD and positioning itself to shape its implementation. In anticipation of that, it 

ŜȄƘƻǊǘŜŘ ǘŜŀŎƘŜǊǎ ǘƻ ōŜŎƻƳŜ ƛƴǾƻƭǾŜŘ άƛƴ ǘƘŜ ǇƭŀƴƴŜŘ ŎƻƴǎǘǊǳŎǘƛƻƴ ƻŦ ŀƴȅ ƴŜǿ ƴŀǘƛonwide 

in-ǎŜǊǾƛŎŜ ǎȅǎǘŜƳέ ōŜŀǊƛƴƎ ƛƴ ƳƛƴŘ ǘƘŀǘ ǘƘŜ άǘŜŀŎƘŜǊ ŎƘƛƭŘ ǊŜƭŀǘƛƻƴǎƘƛǇ ǎƘƻǳƭŘΧōŜ ŀǘ ǘƘŜ 

ƘŜŀǊǘ ƻŦ ǘƘŜ ǇǊƻŦŜǎǎƛƻƴŀƭ ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ ǘƘŜ ǘŜŀŎƘŜǊ ŀƴŘΧǎƘƻǳƭŘ ƛƴŦƻǊƳ ŀƴŘ ƎǳƛŘŜ ǘƘŜ 

future development of in-ǎŜǊǾƛŎŜ ǇǊƻǾƛǎƛƻƴέ όǇΦмнпύΦ   ¢ƘŜ Lb¢h ǎǳōǎŜǉǳŜƴǘƭy set up a 

Professional Development Unit (PDU) which prepares tutors who facilitate in-service 

education courses designed under the aegis of the INTO.   
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The EC bŜǘǿƻǊƪΩǎ Continuing Personal and Professional Development Needs of Teachers in 

Ireland, (2010) is the report of research conducted with 969 primary and 945 post-primary 

teachers in relation to their CPD needs. The rationale for the study was the EC Network 

seeking to inform itself on the future learning needs of teachers, given the central role that 

ECs play in facilitating CPD for teachers. The main findings of the EC Network research were 

that teachers want more accredited courses, including affordable postgraduate 

programmes, and more courses on Inclusion and Special Education Needs.  The EC Network 

research data also shows that: 

many teachers now find themselves challenged by having to incorporate other 
ŀŘǳƭǘǎ ŀƴŘ ƻǳǘǎƛŘŜ ŀƎŜƴŎƛŜǎ ƛƴǘƻ ǘƘŜƛǊ ŜǾŜǊȅŘŀȅ ŎƭŀǎǎǊƻƻƳ ǿƻǊƪΧώŀƴŘϐ 
teachers in classrooms seek assistance with a range of student issues which 
may include depression, drug addiction and related behavioural challenges 
(p.17). 
 

¢ƘŜ ǊŜǇƻǊǘ ƭƛƴƪǎ ǘƘŜ ƭŀǘǘŜǊ ǿƛǘƘ ǘƘŜ ƴŜŜŘ ǘƻ ǎǳǇǇƻǊǘ ǘŜŀŎƘŜǊǎΩ  personal development and 

Ǉƻƛƴǘǎ ƻǳǘ ǘƘŀǘ  άǎŜƭŦπƪƴƻǿƭŜŘƎŜΣ ǎŜƭŦπŜǎǘŜŜƳΣ ǎǘǊŜǎǎ ƳŀƴŀƎŜƳŜƴǘΣ ŎƻƴŦƭƛŎǘ ǊŜǎƻƭǳǘƛƻƴ and 

mediation skills need to be included and prioritised in the lexicon of Continuing Personal 

Professional Development (CPPD) ǇǊƻƎǊŀƳƳŜǎ ōƻǘƘ ŀǘ ŀ ƴŀǘƛƻƴŀƭ ŀƴŘ ƭƻŎŀƭ ƭŜǾŜƭέ όǇΦмтύΦ  It 

is in that context that the EC Network includes the extra P (Personal) in CPPD.  Apart from 

ǘƘŜ ōǊƛŜŦ ǊŜŦŜǊŜƴŎŜ ǘƻ ǘŜŀŎƘŜǊǎΩ ǇŜǊǎƻƴŀƭ ŘŜǾŜƭƻǇƳŜƴǘΣ ǘƘŜ ǊŜǇƻǊǘ ŘƛŘ ƴƻǘ ƎƛǾŜ ŀ 

perspective on the transformational possibilities of CPD that one might have expected from 

9/ 5ƛǊŜŎǘƻǊǎ ŀǎ ƭŜŀŘŜǊǎ ƛƴ ǘƘŜ ŀǊŜŀ ƻŦ ǘŜŀŎƘŜǊǎΩ /t5.     

In Learning Anew: Final Report of the Research and Development Project, Teaching and 

Learning for the 21st Century, 2003-2007 (2007), Hogan et al report on and analyse a 

specific partnership between a university and schools.  At its inception in 2003, the TL21 

Project involved 15 schools, each school having ten frontline participants, i.e., the Principal 

and Deputy Principal and two teachers of each of the subjects Irish, English, Mathematics 

and Science.  Other subject teachers became involved when the Information and 

Communications Technology (ICT) strand was introduced in 2005.   The project initially had 

ǘǿƻ Ƴŀƛƴ ŀƛƳǎΥ άόŀύ ǘƻ ǎǘǊŜƴƎǘƘŜƴ ǘŜŀŎƘŜǊǎΩ ŎŀǇŀŎƛǘƛŜǎ ŀǎ ǘƘŜ ŀǳǘƘƻǊǎ ƻŦ ǘƘŜƛǊ ƻǿƴ ǿƻǊƪΤ όōύ 

to encourage students to become more active and responsible participants in their own 

ƭŜŀǊƴƛƴƎέ όp.4).  An additional aim was added later, i.e., developing innovative teachers as a 

strategic national resource.  TL21 exemplifies the development of professional learning 

communities in schools, between schools and between schools and the university.  The 

ōŜƴŜŦƛǘǎ ƻŦ ǇǊƻƧŜŎǘǎ ǎǳŎƘ ŀǎ ¢[нм ŀǊŜ ǎƛƎƴƛŦƛŎŀƴǘ ƛƴ ǘŜǊƳǎ ƻŦ ǎǘǳŘŜƴǘǎΩ ƭŜŀǊƴƛƴƎΣ ǘŜŀŎƘŜǊǎΩ 

professional development and as a research focus for a HEI.  TL21, in particular, provides an 



28 
 

exemplar of the rich possƛōƛƭƛǘƛŜǎ ŦƻǊ ǘŜŀŎƘŜǊǎΩ ǇǊƻŦŜǎǎƛƻƴŀƭ ŘŜǾŜƭƻǇƳŜƴǘ ǘƘŀǘ ŜȄƛǎǘ ƛƴ Higher 

Education Institutions (HEI)-school alliances.   

2.2 .ƻŘƛŜǎ ǘƘŀǘ ǎǳǇǇƻǊǘ ǇǊƻǾƛǎƛƻƴ ŦƻǊ ǘŜŀŎƘŜǊǎΩ /t5 ƛƴ LǊŜƭŀƴŘΥ 

In considering the context for the creation of a framework for CPD for teachers in Ireland, 

this chapter thus far has perused a selection of relevant documents from Irish and 

international sources.  This section will give a brief outline of the bodies that support the 

ǇǊƻǾƛǎƛƻƴ ŦƻǊ ǘŜŀŎƘŜǊǎΩ /t5 ƛƴ LǊŜƭŀƴŘΥ 

2.2.1  The Teacher Education Section, Department of Education and Skills 

2.2.2 The Education Centre Network 

2.2.3 The National Support Services for In-Career Development 

2.2.4 The Higher Education Institutions  

2.2.5 The Stakeholders in Education   

2.2.6 Private Organisations 

 

2.2.1   The Teacher Education Section, Department of Education and Skills 

The Teacher Education Section (TES) was established in the Department of Education (DES) 

in 2004, replacing the In-career Development Unit (ICDU) which was established in 1994 at 

a time when the EU was disbursing funds for training.  The establishment of the ICDU was a 

significant and purposeful attempt by the Department ǘƻ ǎǳǇǇƻǊǘ ǘŜŀŎƘŜǊǎΩ /t5 ōȅ 

initiating and managing national programmes of in-career development.  In 2004, the ICDU 

was reorganised within the Department and given added responsibilities in the area of 

teacher education, as its new name, the Teacher Education Section implies.   

The current functions of the TES embrace the management of the continuum of teacher 

education, i.e., initial teacher education, induction of newly qualified teachers and in-career 

development.  Some of the TES responsibilities transferred to the Teaching Council on its 

establishment in 2006.  In the area of in-career development, the TES has developed, 

managed and evaluated national CPD programmes which have catered for system needs in 

relation to revised curricula and syllabi, school leadership and school development 

planning, special education, information and communication technologies and teacher 

induction.  While the TES funds and oversees the national programme of in-service 

education, it devolves regional and local administration matters to the network of 

Education Centres (ECs).  
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The TES also supports CPD through the Summer Course Programme for Primary Teachers.  

The summer courses have enjoyed a high level of participation over the years as they 

engage teachers in CPD activities of their own choosing with regard to teaching, learning 

and assessment, relevant to the school as a whole and to the individual teacher in the 

classroom.  Figures show that 753 courses were held in 2010 with a total of 26,949 teachers 

participating.  Three extra personal leave (EPV) days were granted for attendance at a 

week-long course.  Another support for CPD offered by the TES is that of the Teacher 

Refund Scheme which contributes to fees on successful completion of courses where the 

ǉǳŀƭƛŦƛŎŀǘƛƻƴǎ ŀǿŀǊŘŜŘ Řƻ ƴƻǘ ŎŀǊǊȅ ŀƭƭƻǿŀƴŎŜǎΦ   Lƴ нлмлΣ ƻǾŜǊ ϵролƪ ƛƴ ŦǳƴŘƛƴƎ ǿŀǎ 

provided by the Department to a total of 450 successful applicants under this Scheme. 

Further information on the programmes supported by the TES will be covered at a later 

stage in this chapter.   

2.2.2   The Education Centres  

The Education Centres, mentioned previously, are statutory bodies under the Education Act 

(1998), funded by the TES in the Department of Education & Skills and managed by 

ǾƻƭǳƴǘŀǊȅ aŀƴŀƎŜƳŜƴǘ /ƻƳƳƛǘǘŜŜǎΦ  ¢ƘŜȅ ǿŜǊŜ ƻǊƛƎƛƴŀƭƭȅ ƪƴƻǿƴ ŀǎ ¢ŜŀŎƘŜǊǎΩ /ŜƴǘǊŜǎΣ ǎŜǘ 

up by teachers who came together in the early 70s in study groups to discuss new curricula.  

Reflecting on these study groups, Gerard McHugh (2010), Director of Dublin West 

9ŘǳŎŀǘƛƻƴ /ŜƴǘǊŜΣ ōŜƭƛŜǾŜǎ ǘƘŀǘ ǿƘŜƴ ǘŜŀŎƘŜǊǎ ŎŀƳŜ ǘƻƎŜǘƘŜǊ άǘƘŜȅ ŜƴƎŀƎŜŘ ƛƴ 

ǇǊƻŦŜǎǎƛƻƴŀƭ ƭŜŀǊƴƛƴƎ ŎƻƳƳǳƴƛǘƛŜǎ ōŜŦƻǊŜ ǎǳŎƘ ŀŎǘƛǾƛǘƛŜǎ ŀǘǘǊŀŎǘŜŘ ŀ ƭŀōŜƭέ (p.47). In the 

late 90s the network was extended and there are now 21 full-time and 9 part-time 

Education Centres divided into six regions.  They administer the national programmes of in-

career development at regional and local levels, on behalf of the Department of Education 

and Skills.  They also plan and facilitate CPD in their regions, based on known emerging 

needs and on the identified needs of teachers, school management and parents and these 

are scheduled as seasonal and summer courses.   

A key feature of Education Centres is their availability and accessibility to teachers: EC 

rooms are available for networking with other teachers; resources can be accessed and 

research can be carried out in the EC library; there are EC spaces and facilities for preparing 

teaching materials.  The ECs have been instrumental in formalising the development of 

Teacher Professional Networks (TPNs) for second level teachers and Teacher Professional 

Communities (TPCs) for primary teachers. These teacher groups are supported by CPD 

support services, as appropriate, but the intention is to empower them to be independent 
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and self-sustaining as they focus on themes common to the group and share and develop 

ǘƘŜƛǊ ǇǊŀŎǘƛŎŜΦ aŎIǳƎƘ όнлмлύ ǎŀȅǎ ǘƘŀǘ ƛƴ ǘƘŜ ŦǳǘǳǊŜ άǘŜŀŎƘŜǊǎ ǿƛƭƭ ōŜ ŜȄpected to take 

more responsibility for their own CPD and, where interdependence may become the norm, 

professional learning communities of teachers will provide a forum for self-initiating 

learners working collaboratively with their peersέ (p.47). 

Education Centres are making a significant contribution to the development of 

collaborative learning communities through the initiation of joint projects such as that 

reported on in The Learning School Project (2008). This project involved the four Education 

Centres in the South-West working with fifteen schools from 2007-2008.  The Learning 

{ŎƘƻƻƭ ǿŀǎ άŎƻƴŎŜǇǘǳŀƭƛǎŜŘ ŀǎ ŀ ŎƻƳƳǳƴƛǘȅ ƻŦ ǇǊŀŎǘƛŎŜ ǿƘƛŎƘ ǊŜǎǇŜŎǘǎ ŀƴŘ ǾŀƭǳŜǎ ƭŜŀǊƴƛƴƎ 

and where the culture is one of: continuing reflection and enquiry; commitment to the 

process of review and self-ŜǾŀƭǳŀǘƛƻƴ ŀƴŘ ǇŀǊǘƛŎƛǇŀǘƛƻƴ ƛƴ ƻƴƎƻƛƴƎ ŘŜǾŜƭƻǇƳŜƴǘέ όǇΦоύΦ  

Each school focused on a particular theme, directed specifically at either student learning 

or teacher learning, and a whole-school approach was adopted.  The report on the project 

indicated that it provided new experiences for teachers in working as a team and in 

ŜƴƎŀƎƛƴƎ ƛƴ ƳƻǊŜ ƳŜŀƴƛƴƎŦǳƭ ŘƛŀƭƻƎǳŜ ƻƴ ǘƘŜ ǇǊŀŎǘƛŎŜ ƻŦ ǘŜŀŎƘƛƴƎΦ   Lǘ ǿŀǎ ŦƻǳƴŘ ǘƘŀǘ άǘƘŜ 

context of the project gave the teachers an opportunity to speak to one another in a 

ŘƛŦŦŜǊŜƴǘ ǿŀȅΣ ŀƴŘ ŀōƻǳǘ ƛǎǎǳŜǎ ǘƘŀǘ ǿŜǊŜ ƴƻǘ ǊŜƎǳƭŀǊ ǘƻǇƛŎǎ ƻŦ ŎƻƴǾŜǊǎŀǘƛƻƴέ όǇΦмтύΦ   

2.2.3   The National Support Services for In-Career Development  

A number of major national support programmes have been supported by the Department 

over the past fifteen years, commencing with the Primary Curriculum Support Programme 

(PCSP) in 1998.  The main focus of the support programmes has been to support the 

introduction and implementation of new national initiatives, i.e., revised curricula and 

syllabi, school development planning, school leadership, special education, and other areas 

in education.  As the work of support services for professional development at primary and 

post-primary level developed, the Department progressed its plan to rationalise provision 

in the interest of a coherent approach to CPD for teachers.  This came to fruition in 2010 

with the amalgamation of the Primary Professional Development Service (PPDS) and the 

Second Level Support Service (SLSS) as the Professional Development Service for Teachers 

(PDST).  

The PDST team of advisors is comprised of seconded primary and post-primary teachers, 

working regionally under a National Director, serving teachers in first and second-level 

schools.  As with previous system-based CPD, the PDST conducts its work under the aegis of 
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the TES and in co-operation with the Education Centre Network.  As well as responding to 

national system priorities and CPD needs identified by schools as heretofore, it also 

responds to the needs identified as part of the Whole School Evaluation (WSE) process 

ŎƻƴŘǳŎǘŜŘ ōȅ ǘƘŜ 5ŜǇŀǊǘƳŜƴǘΩǎ LƴǎǇŜŎǘƻǊŀǘŜΦ ¢ƘŜ ǇǊŜǾƛƻǳǎ ǎǳǇǇƻǊǘ ǎŜǊǾƛŎŜǎ ǿƘƛŎƘ ŀǊŜ ƴƻǿ 

enfolded in the PDST are listed in Appendix 1 (p.1, Vol.2).  There are also a number of the 

DepartmentΩǎ national support services which are independent of the PDST and these are 

also listed in Appendix 1 (p.1, Vol.2).   The number of support services in Ireland is 

ǘŜǎǘŀƳŜƴǘ ǘƻ ǘƘŜ ƎƻǾŜǊƴƳŜƴǘΩǎ ŎƻƳƳƛǘƳŜƴǘ ǘƻ ǘŜŀŎƘŜǊǎΩ /t5 ōǳǘ ƛǘ ŀƭǎƻ ƛƴŘƛŎŀǘŜǎ ǘƘŀǘ 

greater cohesion and coherence in the provisions for CPD are still needed.  Another 

challenge for the Department is to increase the number of personnel in the PDST to ensure 

that it can respond, and intensify its response where necessary, to the many demands for 

its services.  A challenge for the PDST will be to continue its work of enabling teachers and 

schools to build learning communities.  These learning communities could transform how 

teachers and schools address the teaching and learning needs in their education 

communities.    

2.2.4   The Higher Education Institutions  

The Higher Education Institutions which have supported CPD for teachers are mainly the 

Universities and the Colleges of Education with some input also from Institutes of 

¢ŜŎƘƴƻƭƻƎȅΦ  ¢ƘŜ I9L ǇǊƻǾƛǎƛƻƴ ŦƻǊ ǘŜŀŎƘŜǊǎΩ /t5 ƛǎ ƭŀǊƎŜƭȅ ƛƴ ǘƘŜ ŀǊŜŀǎ ƻŦ ǇƻǎǘƎǊŀŘǳŀǘŜ 

programmes at Masters and Doctorate level which teachers undertake in their own time 

and at their own expense.  HEIs have also provided CPD certificated programmes in 

specialist areas such as Early Childhood Education and Special Education Needs. In the 

future, there will be further opportunities for HEIs to engage with teachers on Initial 

Teacher Education in the proposed HEI-ǎŎƘƻƻƭ ǇŀǊǘƴŜǊǎƘƛǇǎ ŦƻǊ ǎǘǳŘŜƴǘ ǘŜŀŎƘŜǊǎΩ ǎŎƘƻƻƭ 

placements.  

I9Lǎ Ŏŀƴ ƳŀƪŜ ŀ ǎƛƎƴƛŦƛŎŀƴǘ ŎƻƴǘǊƛōǳǘƛƻƴ ǘƻ ǘŜŀŎƘŜǊǎΩ /t5 ǘƘǊƻǳƎƘ ǊŜǎŜŀǊŎƘ ŀƴŘ ǇǊŀŎǘƛŎŜ 

projects as exemplified by the Teaching and Learning for the 21st Century project at NUI 

Maynooth, outlined previously.    

2.2.5   The Stakeholders in Education 

The group of stakeholders in education in Ireland is comprised of the school management 

bodies, teacher unioƴǎΣ ǇǊƛƴŎƛǇŀƭǎΩ ƻǊƎŀƴƛǎŀǘƛƻƴǎΣ ƴŀǘƛƻƴŀƭ ǇŀǊŜƴǘ ŀǎǎƻŎƛŀǘƛƻƴǎ ŀƴŘ ǘŜŀŎƘŜǊ 

educators at primary and post-primary levels.  Some of these groups have already been 
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referred to in this chapter. Each of these groups contributes, directly and indirectly, to the 

provision of CPD for teachers.  While the details of such activates are too extensive to 

record here, the work of two bodies will be mentioned as examples. These are the National 

Association of Principals and Deputy Principals (NAPD) at post-primary level and the Irish 

tǊƛƳŀǊȅ tǊƛƴŎƛǇŀƭǎΩ !ǎǎƻŎƛŀǘƛƻƴ όLttbύ ōƻǘƘ ƻŦ ǿƘƛŎƘ ŦŀŎƛƭƛǘŀǘŜ /t5 ŦƻǊ ǎŎƘƻƻƭ ƭŜŀŘŜǊǎ 

through dedicated CPD programmes, conferences, journals, mentoring and other supports. 

2.2.6   Private Organisations 

Traditionally, as well as the programmes organised by the Department, by 

Colleges/Universities and by Education Centres, a number of private providers, i.e., non-

statutory bodies and personnel, design and facilitate summer courses for primary teachers. 

The courses have to be approved by the DeparǘƳŜƴǘ ǘƻ ǉǳŀƭƛŦȅ ŦƻǊ ǘŜŀŎƘŜǊǎΩ extra personal 

vacation (EPV) in lieu of attendance.  A new development in the early 2000s was the 

introduction of on-line summer courses, the first ones being in the area of Special 

Education, which also had to be approved by the Department for EPV days. The 

Department sets down the criteria for approval of summer courses which usually require 

that a Department priority of the time is given attention in the course, e.g., school self-

evaluation. The Department also inspects the summer courses.  When Section 39 of the 

Teaching Council Act, 2001, dealing with CPD, is commenced, it will be the responsibility of 

the Council to accredit providers of officially recognised CPD.   

Conclusion 

It is evident from the selected documentation, and other information on CPD for teachers 

ǇǊŜǎŜƴǘŜŘ ƛƴ ǘƘƛǎ ŎƘŀǇǘŜǊΣ ǘƘŀǘ ǘƘŜ ƳƻƳŜƴǘǳƳ ŦƻǊ ǘŜŀŎƘŜǊǎΩ /t5 Ƙŀǎ ōŜŜƴ ƎŀǘƘŜǊƛƴƎ ŀǇŀŎŜΣ 

at home and abroad, over the past twenty to twenty-five years.   There is much evidence of 

system-led CPD activity for teachers in Ireland, albeit fragmented and ad hoc to some 

ŜȄǘŜƴǘΣ ǘƻ ǎǳǇǇƻǊǘ ǘŜŀŎƘŜǊǎΩ ǿƻǊƪ ƛƴ ǘƘŜ ŎƭŀǎǎǊƻƻƳ ƛƴ ƛƳǇƭŜƳŜƴǘƛƴƎ ƴŀǘƛƻƴŀƭ ƛƴƛǘƛŀǘƛǾŜǎΦ   

The international drive has been largely led by reform movements to improve student 

performance in international assessments in the interest of competitiveness and of 

effectiveness more so than creativity.  Ireland needs to protect its rich heritage of creativity 

in music and the arts, much of which is nurtured and developed in school.  Teachers and all 

the stakehƻƭŘŜǊǎ ƛƴ ŜŘǳŎŀǘƛƻƴ ǎƘŀǊŜ ǘƘƛǎ ǊŜǎǇƻƴǎƛōƛƭƛǘȅΦ  /ǊŜŀǘƛƴƎ ŀ ŦǊŀƳŜǿƻǊƪ ŦƻǊ ǘŜŀŎƘŜǊǎΩ 

CPD which accommodates teachers exercising professional responsibility, and being trusted 

to do so, will be an important step in transforming teaching and learning in our schools.   
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Chapter 3 

Theoretical Perspectives: The Transformative Potential of 
CPD as Adult Professional Learning 

 

Introduction 

Lƴ ŀŘŘǊŜǎǎƛƴƎ ǘƘŜ ǊŜǎŜŀǊŎƘ ǉǳŜǎǘƛƻƴΣ ά²Ƙŀǘ ǿƻǳƭŘ ōŜ ƴŜŎŜǎǎŀǊȅ ŦƻǊ ǘƘŜ ŎǊŜŀǘƛƻƴ ƻŦ ŀ 

national framework for continuing professional development (CPD) for teachers in Ireland 

ǿƘƛŎƘ ǿƻǳƭŘ ŜƴǎǳǊŜ ǘƘŜƛǊ ǘǊŀƴǎŦƻǊƳŀǘƛǾŜ ŘŜǾŜƭƻǇƳŜƴǘέΣ this chapter examines research 

and other literature with a view to providing a theoretical and practical context for 

ŜƭǳŎƛŘŀǘƛƴƎ ǘŜŀŎƘŜǊǎΩ /t5 ŀǎ ŀ ǘǊŀƴǎŦƻǊƳŀǘive undertaking. The literature explored for this 

purpose sought to address the main research question outlined in Chapter 1, namely, how 

can transformative CPD for teachers in Ireland contribute to the creation of an excellent 

teaching profession to facilitate high quality teaching for young people in the education 

system?   A broad selection of literature was examined in relation to three main areas, each 

of which seeks to illuminate an important aspect of the main research question: 3.1 

¢ŜŀŎƘŜǊǎΩ ǇǊƻŦŜǎǎional identity; 3.2 The transformative potential of adult education as a 

process of change for teachers; 3.3 Continuing Professional Development as the nucleus for 

teŀŎƘŜǊǎΩ professional learning. These three areas are intrinsically linked but for purposes of 

clarity this review will consider each separately, in so far as that is possible.   

3.1  ¢ŜŀŎƘŜǊǎΩ tǊƻŦŜǎǎƛƻƴŀƭ LŘŜƴǘƛǘȅ  

The rationale for including teacher identity in this thesis has been outlined in Chapter 1, 

identity being a key feature in explorƛƴƎ ǘŜŀŎƘŜǊǎΩ /t5 ƴŜŜŘǎ ƛƴ ǘƘŜ ƛƴǘŜǊŜǎǘ ƻŦ ŀŘŘǊŜǎǎƛƴƎ 

the research question.  The questions to be addressed here ŀǊŜΣ ά²Ƙŀǘ ƛǎ ƳŜŀƴǘ ōȅ ǘŜŀŎƘŜǊ 

ƛŘŜƴǘƛǘȅΚέ ŀƴŘ άǿƘŀǘ ŀǊŜ ǘƘŜ ŎƻƴƴŜŎǘƛƻƴǎ ōŜǘǿŜŜƴ ǘŜŀŎƘŜǊ ƛŘŜƴǘƛǘȅΣ ǘŜŀŎƘŜǊ ƭŜŀǊƴƛƴƎ ŀƴŘ 

ǘŜŀŎƘŜǊ ǘǊŀƴǎŦƻǊƳŀǘƛƻƴΚέ  This section will review some aspects of teacher identity as 

presented in the literature for the purpose of addressing these questions, illustrating the 

multifaceted and complex nature of teacher identity and establishing the links between 

teacher identity, teacher transformation and teacher learning.    

In his introduction to a volume of articles on teacher identity, Olsen (2008) makes the 

ŎƻƴƴŜŎǘƛƻƴǎ ōŜǘǿŜŜƴ ǘŜŀŎƘŜǊǎΩ ƛŘŜƴǘƛǘȅΣ ǘƘŜƛǊ ƭŜŀǊƴƛƴƎ ŀƴŘ ǘƘŜ ǇƻǘŜƴǘƛŀƭ ŦƻǊ ǘǊŀƴǎŦƻǊƳŀǘƛƻƴ 

when he argues that   



34 
 

Teacher identity is a useful research frame because it treats teachers as 
whole persons in and across social contexts who continually reconstruct their 
views of themselves in relation to others, workplace characteristics, 
professional purposes, and cultures of teaching.  It is also a pedagogical tool 
that can be used by teacher educators and professional development 
specialists to make visible various holistic, situated framings of teacher 
development in practice (p.5). 

hƭǎŜƴΩǎ ǎǘŀǘŜƳŜƴǘ ǇǊƻǇƻǎŜǎ ǘƘŀǘ ǘŜŀŎƘŜǊ identity is not static but involves teachers in 

changing their perceptions of themselves depending on who they work with and where and 

how they work.  Olsen also raises awareness of the importance of recognising the role of 

professional identity in the context of professional development.   

5ŀȅ όнллпύΣ ŎŀǇǘǳǊŜǎ ǘƘŜ ǇŜǊǎƻƴŀƭΣ ǇǊƻŦŜǎǎƛƻƴŀƭ ŀƴŘ ǎƻŎƛŀƭ ŘƛƳŜƴǎƛƻƴǎ ƛƴ ǘŜŀŎƘŜǊǎΩ 

ǇǊƻŦŜǎǎƛƻƴŀƭ ƛŘŜƴǘƛǘƛŜǎ ŀǎ  

ǿƘƻ ŀƴŘ ǿƘŀǘ ǘƘŜȅ ŀǊŜΣ ǘƘŜƛǊ ǎŜƭŦ-ƛƳŀƎŜΣ ǘƘŜ ƳŜŀƴƛƴƎǎ ǘƘŜȅ ŀǘǘŀŎƘ ǘƻ 
ǘƘŜƳǎŜƭǾŜǎ ŀƴŘ ǘƘŜƛǊ ǿƻǊƪΣ ŀƴŘ ǘƘŜ ƳŜŀƴƛƴƎǎ ǘƘŀǘ ŀǊŜ ŀǘǘǊƛōǳǘŜŘ ǘƻ ǘƘŜƳ ōȅ 
ƻǘƘŜǊǎΧŀǎǎƻŎƛŀǘŜŘ ǿƛǘƘ ōƻǘƘ ǘƘŜ ǎǳōƧŜŎǘ ǘƘŜȅ ǘŜŀŎƘ όǘƘƛǎ ƛǎ ǇŀǊǘƛŎǳƭŀǊƭȅ ǘƘŜ 
ŎŀǎŜ ǿƛǘƘ ǎŜŎƻƴŘŀǊȅ ǎŎƘƻƻƭ ǘŜŀŎƘŜǊǎύΣ ǘƘŜƛǊ ǊŜƭŀǘƛƻƴǎƘƛǇ ǿƛǘƘ ǘƘŜ ǇǳǇƛƭǎ ǘƘŜȅ 
ǘŜŀŎƘΣ ǘƘŜƛǊ ǊƻƭŜǎΣ ŀƴŘ ǘƘŜ ŎƻƴƴŜŎǘƛƻƴǎ ōŜǘǿŜŜƴ ǘƘŜǎŜ ŀƴŘ ǘƘŜƛǊ ƭƛǾŜǎ ƻǳǘǎƛŘŜ 
ǎŎƘƻƻƭ όǇǇΦ рн-роύΦ 

 

The connection between teacher identity and professional development is emphasised by 

.ŜƛƧŀŀǊŘ Ŝǘ ŀƭ όнлллύ ǿƘƻ ŦƻǳƴŘ ǘƘŀǘ ά¢ŜŀŎƘŜǊǎϥ ǇŜǊŎŜǇǘƛƻƴǎ ƻŦ ǘƘŜƛǊ ƻǿƴ ǇǊƻŦŜǎǎƛƻƴŀƭ 

identity affect their efficacy and professional development as well as their ability and 

willingness to cope with educational change and to implement innovations in their own 

ǘŜŀŎƘƛƴƎ ǇǊŀŎǘƛŎŜέ όǇΦтрлύΦ  Lǘ Ƴŀȅ ōŜ ƛƴŦŜǊǊŜŘ ŦǊƻƳ .ŜƛƧŀŀǊŘΩǎ ǿƻǊŘǎ ǘƘŀǘ ŀ ƪŜȅ ǊƻƭŜ ŦƻǊ /t5 

could be to enable teachers to explore their professional role and come to new 

understandings of themselves as practitioners.  

YŜƭŎƘǘŜǊƳŀƴǎ όнллфύ ǳǎŜǎ ǘƘŜ ǿƻǊŘǎ άǎŜƭŦ-ǳƴŘŜǊǎǘŀƴŘƛƴƎέ ƛƴǎǘŜŀŘ ƻŦ άƛŘŜƴǘƛǘȅέ ǿƘŜƴ 

ŜȄŀƳƛƴƛƴƎ ǘŜŀŎƘŜǊǎΩ ǇŜǊǎƻƴŀƭ ƛƴǘŜǊǇǊŜǘŀǘƛǾŜ ŦǊŀƳŜǿƻǊƪΦ  YŜƭŎƘǘŜǊƳŀƴǎ ƛŘŜƴǘƛŦƛŜŘ ŦƛǾŜ 

ŀǎǇŜŎǘǎ ƻŦ ǘŜŀŎƘŜǊǎΩ ǎŜƭŦ-understanding - self-image, self-esteem, task perception, job 

motivation, and future perspective (pp.261-262).  His expansion of these areas is 

summarised briefly here: self-esteem denotes how one feels about oneself and is based on 

ǘƘŜ ǘŜŀŎƘŜǊΩǎ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ƘƛǎκƘŜǊ ǇŜǊŦƻǊƳŀƴŎŜ ǿƘƛŎƘ Ŏŀƴ ōŜ ƛƴŦƭǳŜƴŎŜŘ ōȅ Ƙƻǿ ƻǘƘŜǊs see 

him/her;  self-image ƛǎ ŘŜǎŎǊƛǇǘƛǾŜ ŀƴŘ ŜƳŜǊƎŜǎ ƛƴ ǘŜŀŎƘŜǊǎΩ ǎǘƻǊƛŜǎ ŀōƻǳǘ ǘƘŜƳǎŜƭǾŜǎ ŀǎ 

ǘŜŀŎƘŜǊǎΣ ǘƘŜƛǊ ƴŀǊǊŀǘƛǾŜǎ ōŜƛƴƎ ǎǘǊƻƴƎƭȅ ƛƴŦƭǳŜƴŎŜŘ ōȅ ƻǘƘŜǊǎΩ ǇŜǊŎŜǇǘƛƻƴǎ ƻŦ ǘƘŜƳΤ task 

perception ǊŜŦŜǊǎ ǘƻ ǘŜŀŎƘŜǊǎΩ ōŜƭƛŜŦǎ ŀōƻǳǘ ǿƘŀǘ ƛǘ ƛǎ ǘƻ ōŜ ŀ ƎƻƻŘ ǘŜŀchers and it is closely 
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ōƻǳƴŘ ǳǇ ǿƛǘƘ ǘŜŀŎƘŜǊǎΩ ǾŀƭǳŜǎ ŀƴŘ ǘƘŜ ƳƻǊŀƭ ǇǳǊǇƻǎŜ ƻŦ ǘƘŜƛǊ ǘŜŀŎƘƛƴƎΤ  job motivation 

relates to the desire to become a teacher which shifts and develops over time, particularly 

for secondary school teachers, from an interest in a subject to an understanding of the 

importance of their work; future perspective άǊŜǾŜŀƭǎ ŀ ǘŜŀŎƘŜǊΩǎ ŜȄǇŜŎǘŀǘƛƻƴǎ ŀōƻǳǘ 

ƘƛǎκƘŜǊ ŦǳǘǳǊŜ ƛƴ ǘƘŜ Ƨƻōέ όǇΦнсоύΦ  YŜƭŎƘǘŜǊƳŀƴǎ ŜƳǇƘŀǎƛǎŜǎ ǘƘŀǘ ǘƘŜ ŎƻƳǇƻƴŜƴǘ ƻŦ future 

perspective explicitly  

 
refers to the dynamic character of self-understanding.  It is not a static, 
fixed identity, but rather the result of an ongoing interactive process of 
sense-ƳŀƪƛƴƎ ŀƴŘ ŎƻƴǎǘǊǳŎǘƛƻƴΦΦΦƻƴŜΩǎ ŀŎǘƛƻƴǎ ƛƴ ǘƘŜ ǇǊŜǎŜƴǘ ŀǊŜ 
influenced by meaningful experiences in the past and expectations about 
ǘƘŜ ŦǳǘǳǊŜΧΦ ¢Ƙƛǎ ΨƘƛǎǘƻǊƛŎƛǘȅΩ ŘŜŜǇƭȅ ŎƘŀǊŀŎǘŜǊƛǎŜǎ ŜǾŜǊȅ ƘǳƳŀƴ ōŜƛƴƎ ŀƴŘ 
should therefore be included in our conception of professional self-
ǳƴŘŜǊǎǘŀƴŘƛƴƎΧ όǇΦ нсоύΦ 
 

The personal interpretative framework elaborated by Kelchtermans resonates with  

aŜȊƛǊƻǿΩǎ ŦǊŀƳŜ ƻŦ ǊŜŦŜǊŜƴŎŜ which will be used later in this chapter.  Furthermore, the 

elaboration by Kelchtermans of the components of self-understanding gives us a lens 

ǘƘǊƻǳƎƘ ǿƘƛŎƘ ǿŜ Ŏŀƴ ƛŘŜƴǘƛŦȅ ǘƘŜ ƭƛƴƪ ōŜǘǿŜŜƴ ǘŜŀŎƘŜǊǎΩ ƛŘŜƴǘƛǘȅ ŀƴŘ ǘƘŜ Ǉƻǘential for 

teacher transformation through CPD with regard to how teachers think, feel and act as 

professionals.  

 
Similar ǘƻ YŜƭŎƘǘŜǊƳŀƴǎΣ /ŀƴǊƛƴǳǎ Ŝǘ ŀƭ όнлммύ ǊŜǾŜŀƭ ǎƻƳŜ ƭŀȅŜǊǎ ƻŦ ǘŜŀŎƘŜǊǎΩ ƛŘŜƴǘƛǘȅ ƛƴ 

explaining that teachers see themselves in relation ǘƻ ǘƘŜƛǊ άƛƴǘŜǊǇǊŜǘŀǘƛƻƴǎ ƻŦ ǘƘŜƛǊ 

ŎƻƴǘƛƴǳƛƴƎ ƛƴǘŜǊŀŎǘƛƻƴ ǿƛǘƘ ǘƘŜƛǊ ŎƻƴǘŜȄǘΧώŀƴŘϐ ǘƘƛǎ ƛƴǘŜǊŀŎǘƛƻƴ ƳŀƴƛŦŜǎǘǎ ƛǘǎŜƭŦ ƛƴ ǘŜŀŎƘŜǊǎΩ 

job satisfaction, occupational commitment, self-efficacy and change in the level of 

ƳƻǘƛǾŀǘƛƻƴΦέ όǇΦрфпύΦ  Lƴ ƛŘŜƴǘƛŦȅƛƴƎ ǘƘŜse areas of identity, Canrinus et al provide us with a 

strong link between identity and CPD in the sense that meaningful CPD may have a 

ǘǊŀƴǎŦƻǊƳŀǘƛǾŜ ŜŦŦŜŎǘ ƻƴ ǘŜŀŎƘŜǊǎΩ ǇŜǊǎƻƴŀƭ ŀƴŘ ǇǊƻŦŜǎǎƛƻƴŀƭ ǇƻǎƛǘƛǾƛǘȅ ŀƴŘ ŦǳƭŦƛƭƳŜƴǘ ƛƴ 

their teaching role.  

Recognition of the importance of teacher identity is supported by Clarke (2009) who 

ōŜƭƛŜǾŜǎ ǘƘŀǘ άLŦ ǘƘŜ ŎƻƳƳƛǘƳŜƴǘ ǘƻ ƛŘŜƴǘƛǘȅ ƛǎΧŀ ǎŜǊƛƻǳǎ ǊŜŎƻƎƴƛǘƛƻƴ ǘƘŀǘ ƻǳǊ ǿƻǊƪ ŀǎ 

teachers shapes and is shaped by the very mode of our being, then thinking about the 

formatioƴ ƻŦ ƻǳǊ ƛŘŜƴǘƛǘƛŜǎ ƛǎ ŎǊǳŎƛŀƭ ŦƻǊ ŀƭƭ ƻŦ ǳǎ ƛƴ ŜŘǳŎŀǘƛƻƴέ όǇΦмусύΦ   

The insights into teacher identity which were chosen from the literature illustrate that 

ǘŜŀŎƘŜǊǎΩ ƛŘŜƴǘƛǘȅ ƻǊƛƎƛƴŀǘŜǎ ƛƴ ǘƘŜƛǊ ŦǊŀƳŜǎ ƻŦ ǊŜŦŜǊŜƴŎŜ ƻǊ ǇŜǊǎƻƴŀƭ ƛƴǘŜǊǇǊŜǘŀǘƛǾŜ 

frameworks as espoused by Mezirow and  Kelchtermans respectively.  A number of other 



36 
 

authors, e.g., Day, Beijaard, Canrinus, and others, were quoted to further develop the 

ǉǳŜǎǘƛƻƴǎ ōŜƛƴƎ ŀŘŘǊŜǎǎŜŘΦ  Lƴ ǎǳƳƳŀǊȅΣ ǘƘŜ ƭƛǘŜǊŀǘǳǊŜ ǊŜǾŜŀƭǎ ǘƘŀǘ ǘŜŀŎƘŜǊǎΩ ƛŘŜƴǘƛǘȅ ƛǎ 

manifested in how teachers see themselves as teachers, how they think others see them as 

teachers and in how they experience their teaching at a personal, professional and social 

level.  Teacher identity is not static but changes and develops.  This change and 

development may be experienced at a deeply transformative level when teachers examine 

the frames of reference which underpin their knowledge, values and actions.  It may be 

concluded that good CPD has the potential to facilitate and enable the transformative 

process for teachers which, in turn, can lead to a well-developed professional identity. 

3.2 The transformative potential of adult education as a process of 

change for teachers 

There are two aspects to the change process in relation to CPD for teachers, i.e., personal 

ŎƘŀƴƎŜ ǿƘƛŎƘ ƛǎ ǘǊŀƴǎŦƻǊƳŀǘƛǾŜ ŀǘ ǘƘŜ ƛƴŘƛǾƛŘǳŀƭ ƭŜǾŜƭ ƻŦ ǘƘŜ ǘŜŀŎƘŜǊΩǎ ƛŘŜƴǘƛǘȅ ŀƴŘ ƭŜŀǊƴƛƴƎΣ 

and systems change in relation to CPD which encourages and accommodates personal 

change.   It may be worth noting that some forms of system change could frustrate rather 

ǘƘŀƴ ǇǊƻƳƻǘŜ ǘǊŀƴǎŦƻǊƳŀǘƛǾŜ ŎƘŀƴƎŜΦ ¢ƘŜ ŦƻŎǳǎ ƻŦ ǘƘƛǎ ǘƘŜǎƛǎ ƛǎ ǘŜŀŎƘŜǊǎΩ ǇŜǊǎƻƴŀƭ 

transformation or change.  While systems change is relevant it is not the subject of indepth 

focus in this thesis but reference is made to it, as appropriate.    

WŀŎƪ aŜȊƛǊƻǿ όмффмύ ŜȄǇƭŀƛƴǎ ¢ǊŀƴǎŦƻǊƳŀǘƛƻƴ ¢ƘŜƻǊȅ ŀǎ άŀ ǘƘŜƻǊȅ ƻŦ ŀŘǳƭǘ ƭŜŀǊƴƛƴƎΦ  !ǎ 

such, it attempts to describe and analyse how adults learn to make meaning of their 

ŜȄǇŜǊƛŜƴŎŜέ όǇΦмфуύΦ   ¢ƘŜ ŦƻƭƭƻǿƛƴƎ ƛƭƭǳǎǘǊŀǘƛƻƴ ƻŦ aŜȊƛǊƻǿΩǎ ǘƘŜƻǊȅ ƛǎ ƛƴǘŜƴŘŜŘ ǘƻ ǎŜǘ ǘƘŜ 

scene for understanding how CPD which is transformative can promote important shifts in 

ǘŜŀŎƘŜǊǎΩ ŦǊŀƳŜǎ ƻŦ ǊŜŦŜǊŜƴŎŜ ǿƛǘƘ ŎƻƴǎŜǉǳŜƴǘ ŎƘŀƴƎŜǎ ƛƴ ǘƘŜƛǊ ǾŀƭǳŜǎ ŀƴŘ ŀŎǘƛƻƴǎΦ   

Speaking at a conference on adult education and community development in Maynooth, in 

1995, Mezirow quoted Socrates: 

! ǇŜǊǎƻƴ Ŏŀƴ ƭŜŀǊƴ ƻƴƭȅ ǘƘŀǘ ǿƘƛŎƘ ƘŜ ŘƻŜǎƴΩǘ ƪƴƻǿΣ         
 ōǳǘ ƛŦ ƘŜ ŘƻŜǎƴΩǘ ƪƴƻǿ ƛǘΣ      

how does he know what he is seeking to learn? 
 

aŜȊƛǊƻǿ όмффрύ ƛƴǘǊƻŘǳŎŜǎ ¢ǊŀƴǎŦƻǊƳŀǘƛƻƴ ¢ƘŜƻǊȅ ŀǎ άŀ ǘƘŜƻǊŜǘƛŎŀƭ ƳƻŘŜƭ ŦƻǊ Ƙƻǿ ŀŘǳƭǘǎ 

ƭŜŀǊƴέΣ ŜȄǇƭŀƛƴƛƴƎ ǘƘŀǘ άǿŜ ΨƭŜŀǊƴ ǿƘŀǘ ǿŜ ǎŜŜƪ ǘƻ ƭŜŀǊƴΩ ŀǎ ǘƘŜ ǊŜǎǳƭǘ ƻŦ ǘǊŀƴǎŦƻǊƳƛƴƎ ƻǳǊ 

ŦǊŀƳŜ ƻŦ ǊŜŦŜǊŜƴŎŜΧŀƴŘΣ ǿŜ ŎƻƳŜ ǘƻ ǎŜŜ ƻǳǊ ƭŜŀǊƴƛƴƎ ƴŜŜŘǎ ŦǊƻƳ ŀ ŘƛŦŦŜǊŜƴǘ ǇŜǊǎǇŜŎǘƛǾŜΧέ 

όǇΦмύΦ  aŜȊƛǊƻǿ όмффтύ Ǉƻƛƴǘǎ ƻǳǘ ǘƘŀǘ ƻǳǊ άŦǊŀƳŜǎ ƻŦ ǊŜŦŜǊŜƴŎŜ ŀǊŜ ǘƘŜ ǎǘǊǳŎǘǳǊŜǎ ƻŦ 
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ŀǎǎǳƳǇǘƛƻƴǎ ǘƘǊƻǳƎƘ ǿƘƛŎƘ ǿŜ ǳƴŘŜǊǎǘŀƴŘ ƻǳǊ ŜȄǇŜǊƛŜƴŎŜǎέ όǇΦрύΦ  IŜ ƎƻŜǎ ƻƴ ǘƻ ŜȄǇƭŀƛƴ 

ǘƘŀǘ ŀ ŦǊŀƳŜ ƻŦ ǊŜŦŜǊŜƴŎŜ άƛǎ ŎƻƳǇƻǎŜŘ ƻŦ ǘǿƻ ŘƛƳŜƴǎƛƻƴǎΥ habits of mind and a point of 

viewέΣ ǘƘŜ ŦƻǊƳŜǊ ōŜƛƴƎ ƳƻǊŜ ŘǳǊŀōƭŜ ŀƴŘ ǘƘŜ ƭŀǘǘŜǊ ōŜƛƴƎ άƳƻǊŜ ŀŎŎŜǎǎƛōƭŜ ǘƻ ŀǿŀǊŜƴŜǎǎ 

ŀƴŘ ǘƻ ŦŜŜŘōŀŎƪ ŦǊƻƳ ƻǘƘŜǊǎέ όǇǇ р-сύΦ  Lƴ ŎƻƴǎƛŘŜǊƛƴƎ ǘƘŜ ǇƻǘŜƴǘƛŀƭ ŦƻǊ ǘŜŀŎƘŜǊǎΩ 

transformation through CPD which facilitates the examination of their frames of reference, 

ƛǘ ƛǎ ŜƴŎƻǳǊŀƎƛƴƎ ŀƴŘ ŜȄŎƛǘƛƴƎ ǘƻ ǊŜŦƭŜŎǘ ƻƴ aŜȊƛǊƻǿΩǎ ǿƻǊŘǎ ǘƘŀǘ  

Transformative learning experiences are emancipatory in that they free 
learners from the constraints and distortions of their own frames of 
reference. A more fully developed and dependable frame of reference is one 
that is more inclusive, differentiating, more open to alternative perspectives 
and more integrative of experience (p.2). 

 

In being emancipatory, transformative learning accomplishes not merely a change in onŜΩǎ 

point of view, but also a change at a deeper level; a change in the underlying habits of 

mindΦ  ¢Ƙƛǎ ƛǎ ǊŜƭŜǾŀƴǘ ƛƴ ǘŜŀŎƘŜǊǎΩ ŀŘƻǇǘƛƻƴ ƻŦ ƴŜǿ ƛŘŜŀǎ ŀƴŘ ǿŀȅǎ ƻŦ ǿƻǊƪƛƴƎΦ 

aŜȊƛǊƻǿΩǎ ǘƘŜƻǊȅ ƻŦ ǘǊŀƴǎŦƻǊƳŀǘƛƻƴ is  summarised as follows:  

¶ Differentiating between instrumental learning which is task oriented and 
communicative learning which is based on values, attitudes and beliefs  
 

¶ YƴƻǿƛƴƎ ǘƘŀǘ ǘƘŜ Ǝƻŀƭ ƻŦ ŎƻƳƳǳƴƛŎŀǘƛǾŜ ƭŜŀǊƴƛƴƎ ƛǎ άǘƻ ŀǎǎƛǎǘ ƭŜŀǊƴŜǊǎ ǘƻ 
negotiate their own meanings and values rather than to passively accept social 
ǊŜŀƭƛǘȅ ŀǎ ŘŜŦƛƴŜŘ ōȅ ƻǘƘŜǊǎέ όaŜȊƛǊƻǿΣ мффрΣ ǇΦоύ 
 

¶ Being critically reflective through communicative learning where people reflect 
together on the assumptions underlying values, attitudes and beliefs which 
guide their work 
 

¶ Engaging in critical discourse where people critically examine evidence, 
arguments and alternative points of view 

 

¶ Becoming autonomous thinkers whereby people develop the understanding, 
skills and dispositions necessary to become critically reflective and to engage in 
critical discourse 
 

¶ Providing the conditions for transformative learning to take place since 
άƭŜŀǊƴŜǊǎ ƴŜŜŘ ǇǊŀŎǘƛŎŜ ƛƴ ǊŜŎƻƎƴƛȊƛƴƎ ŦǊŀƳŜǎ ƻŦ ǊŜŦŜǊŜƴŎŜ ŀƴŘ ǳǎƛƴƎ ǘƘŜƛǊ 
ƛƳŀƎƛƴŀǘƛƻƴǎ ǘƻ ǊŜŘŜŦƛƴŜ ǇǊƻōƭŜƳǎ ŦǊƻƳ ŀ  ŘƛŦŦŜǊŜƴǘ ǇŜǊǎǇŜŎǘƛǾŜέ όaŜȊƛǊƻǿΣ 
1997, p.10) 
 

¶ 9ƴǎǳǊƛƴƎ ǘƘŀǘ ƭŜŀǊƴŜǊǎ άƘŀǾŜ Ŧǳƭƭ ƛƴŦƻǊƳŀǘƛƻƴΤ ŀǊŜ ŦǊŜŜ ŦǊƻƳ ŎƻŜǊŎƛƻƴΣ ƘŀǾŜ 
Ŝǉǳŀƭ ƻǇǇƻǊǘǳƴƛǘȅ ǘƻ ŀǎǎǳƳŜ ǘƘŜ ǾŀǊƛƻǳǎ ǊƻƭŜǎ ƻŦ ŘƛǎŎƻǳǊǎŜΧōŜŎƻƳŜ ŎǊƛǘƛŎŀƭƭȅ 
reflective of assumptions; are empathetic and open to other perspectives; are 
willing to listŜƴ ŀƴŘ ǘƻ ǎŜŀǊŎƘ ŦƻǊ ŎƻƳƳƻƴ ƎǊƻǳƴŘΧŀƴŘ Ŏŀƴ ƳŀƪŜ ŀ ǘŜƴǘŀǘƛǾŜ 
ōŜǎǘ ƧǳŘƎƳŜƴǘ ǘƻ ƎǳƛŘŜ ŀŎǘƛƻƴέ όaŜȊƛǊƻǿΣ мффтΣ ǇΦмлύ 
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Mezirow (1990) emphasises that  

Because we are all trapped by our own meaning perspectives, we can never 
really make interpretations of our experience free of bias.  Consequently, our 
greatest assurance of objectivity comes from exposing an expressed idea to 
rational and reflective discourse (p.10). 

 

Such discourse may be facilitated when teachers collaborate and reflect critically on the 

teaching and learning in their schools.  Critical reflection and critical discourse are central to 

aŜȊƛǊƻǿΩǎ ǘƘŜƻǊȅ ƻŦ ǘǊŀƴǎŦƻǊƳŀǘƛƻƴ ŀƴŘ ƛƴ ǘƘŜƳ ǿŜ ŦƛƴŘ ŀƴ ƛƳǇƻǊǘŀƴǘ ŎƻƴǘǊƛōǳǘƛƻƴ ǘƻ ǘƘŜ 

development of transformative CPD for teachers.   

Our understanding of MeziǊƻǿΩǎ ǿƻǊƪ ƻƴ ŎǊƛǘƛŎŀƭ ǊŜŦƭŜŎǘƛƻƴ ŀƴŘ ŎǊƛǘƛŎŀƭ ǘƘƛƴƪƛƴƎ ƛǎ ŦǳǊǘƘŜǊ 

enhanced by the writings of Stephen Brookfield, his colleague at Columbia University.  

.ǊƻƻƪŦƛŜƭŘ όмфутύ ǎǘǊŜǎǎŜǎ ǘƘŜ Ǉƻƛƴǘ ǘƘŀǘ άŎǊƛǘƛŎŀƭ ǘƘƛƴƪŜǊǎ ŀǊŜ ŀŎǘƛǾŜƭȅ ŜƴƎŀƎŜŘ ǿƛǘƘ ƭƛŦŜέΣ 

and that they are positive, creative and innovative, open and confident (p.5).  He argues 

ǘƘŀǘ ŎǊƛǘƛŎŀƭ ǘƘƛƴƪƛƴƎ άƛǎ ŀ ǇǊƻŘǳŎǘƛǾŜ ŀƴŘ ǇƻǎƛǘƛǾŜ ŀŎǘƛǾƛǘȅΧŀ ǇǊƻŎŜǎǎΣ ƴƻǘ ŀƴ 

ƻǳǘŎƻƳŜΧǾŀǊƛŜǎ ŀŎŎƻǊŘƛƴƎ ǘƻ ǘƘŜ ŎƻƴǘŜȄǘǎ ƛƴ ǿƘƛŎƘ ƛǘ ƻŎŎǳǊǎΧƛǎ ǘǊƛƎƎŜǊŜŘ ōȅ ǇƻǎƛǘƛǾŜ ŀǎ 

well aǎ ƴŜƎŀǘƛǾŜ ŜǾŜƴǘǎ ŀƴŘ ƛǎ ŜƳƻǘƛǾŜ ŀǎ ǿŜƭƭ ŀǎ Ǌŀǘƛƻƴŀƭέ όǇǇΦ р-7).  Brookfield further 

points out that challenging assumptions, examining the influence of context on our 

thoughts and actions, exploring different ways of thinking and acting and reflecting with 

sceptism are central to critical thinking (pp. 7-9).  

.ǊƻƻƪŦƛŜƭŘΩǎ ǿǊƛǘƛƴƎ ƻƴ ǘƘŜ άŘƛǎŎǳǎǎƛƻƴ ƳŜǘƘƻŘέ ƛƴ ŀŘǳƭǘ ŜŘǳŎŀǘƛƻƴ ǎǳǇǇƻǊǘǎ aŜȊƛǊƻǿΩǎ 

work on critical reflection and critical thinking,  Brookfield (1986)  argues that discussion is 

άŀ ǇƻǿŜǊŦǳƭ ǎǳǇǇƻrt for adults who wish to experiment with ideas, opinions, and 

alternative interpretations and to test these out in the company of others engaged in a 

ǎƛƳƛƭŀǊ ǉǳŜǎǘέ όǇΦморύΦ IŜ ŦǳǊǘƘŜǊ ŀǊƎǳŜǎ ǘƘŀǘ ǘƘƛǎ ǊŜǉǳƛǊŜǎ ǘƘŀǘ ŀŘǳƭǘǎ ƘŀǾŜ ŎƻǳǊŀƎŜΣ 

analytical ability ŀƴŘ ǿƛƭƭƛƴƎƴŜǎǎ άǘƻ ŜȄŀƳƛƴŜ ǘƘŜ ŎǳƭǘǳǊŀƭ ƻǊƛƎƛƴǎ ƻŦ Ƴŀƴȅ ƻŦ ǘƘŜƛǊ ōŜƭƛŜŦǎΧǘƻ 

ǇŀǊǘƛŎƛǇŀǘŜΧƛƴ ǘƘŜ ŎƻƭƭŀōƻǊŀǘƛǾŜ ŜȄǘŜǊƴŀƭƛȊŀǘƛƻƴΣ ŜȄǇƭƻǊŀǘƛƻƴΣ ŀƴŘ ŎǊƛǘƛŎŀƭ ŀƴŀƭȅǎƛǎ ƻŦ 

ǇŜǊǎƻƴŀƭƭȅ ǎƛƎƴƛŦƛŎŀƴǘ ƳŜŀƴƛƴƎ ǎȅǎǘŜƳǎΧέ όǇΦмплύΦ  

Brookfield (1987), in his preface to Developing Critical ThinkersΣ ŀŎƪƴƻǿƭŜŘƎŜǎ ǘƘŀǘ άŜǾŜǊȅ 

ǇŀƎŜ Ŏƻƴǘŀƛƴǎ ƛŘŜŀǎ ŘŜǾŜƭƻǇŜŘ ƛƴ ǘƘŜ ŎƻǳǊǎŜ ƻŦ Ƴȅ ŎƻƴǾŜǊǎŀǘƛƻƴǎ ǿƛǘƘ WŀŎƪ ώaŜȊƛǊƻǿϐέ 

(p.xiii), his colleague. ²ƘŜƴ ǘŀƪŜƴ ǘƻƎŜǘƘŜǊΣ aŜȊƛǊƻǿΩǎ ŀƴŘ .ǊƻƻƪŦƛŜƭŘΩǎ ǘƘŜƻǊƛŜǎ ǇǊƻǾƛŘŜ ŀ 

rich and incisive perspective for understanding transformative learning and its potential for 

/t5Φ  ¢ƘŜȅ ŀƭǎƻ ƻǇŜƴ ŀǾŜƴǳŜǎ ŦƻǊ ǘƘŜ ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ ǘŜŀŎƘŜǊǎΩ ǇǊƻŦŜǎǎƛƻƴŀƭ ƛŘŜƴǘƛǘȅ ŀǘ ŀ 

deeply meaningful, transformative level. 
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Transformation, however, is not necessarily comfortable or easily embraced. Palmer (1998) 

speaks of:  

the fear that a live encounter with otherness will challenge or even compel 
ǳǎ ǘƻ ŎƘŀƴƎŜ ƻǳǊ ƭƛǾŜǎΧƻǘƘŜǊƴŜǎǎΣ ǘŀƪŜƴ ǎŜǊƛƻǳǎƭȅΣ ŀƭǿŀȅǎ ƛƴǾƛǘŜǎ 
transformation, calling us not only to new facts and theories and values but 
also to new ways of living our lives ς and that is the most daunting threat of 
all (p.38). 
 

In this comment, Palmer is raising an issue that goes deeper than up-skilling, namely the 

issue ƻŦ ǘƘŜ ǘŜŀŎƘŜǊΩǎ ǎŜƭŦ-understanding, or sense of identity.   

9Φ²Φ ¢ŀȅƭƻǊ όнллуύ ǿǊƛǘŜǎ ǘƘŀǘ άǘƘƛǊǘȅ ȅŜŀǊǎ ŀƎƻΣ ǿƘŜƴ WŀŎƪ aŜȊƛǊƻǿ όмфтуύ ŦƛǊǎǘ ƛƴǘǊƻŘǳŎŜŘ 

a theory of adult learning, it helped explain how adults changed the way they interpreted 

their world.  This theory of transformative learning is considered uniǉǳŜƭȅ ŀŘǳƭǘΧέ όǇΦрύΦ  

YƛǘŎƘŜƴƘŀƳ όнллуύ ǊŜǎŜŀǊŎƘŜŘ ǘƘŜ ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ aŜȊƛǊƻǿΩǎ ǿƻǊƪ ŦǊƻƳ мфту-2006 and 

ŎƻƴŎƭǳŘŜŘ ǘƘŀǘ άǘǊŀƴǎŦƻǊƳŀǘƛǾŜ ƭŜŀǊƴƛƴƎ ǘƘŜƻǊȅ Ƙŀǎ ǳƴŘŜǊƎƻƴŜ ƳƻŘƛŦƛŎŀǘƛƻƴǎ ŀƴŘ 

incorporated new constructs as they are debated and tested and will, undoubtedly, 

ŎƻƴǘƛƴǳŜ ǘƻ ƛƴŦƭǳŜƴŎŜ ŀŘǳƭǘ ƭŜŀǊƴƛƴƎ ǇǊŀȄƛǎ ŀŎǊƻǎǎ Ƴŀƴȅ ŘƛǎŎƛǇƭƛƴŜǎέ όǇΦмнлύΦ  Lƴ ŎƻƴǎƛŘŜǊƛƴƎ 

aŜȊƛǊƻǿΩǎ ǿƻǊƪΣ ¢ŀȅƭƻǊ όнллуύ ŀŎƪƴƻǿƭŜŘƎŜǎ ǘƘŜ ŀǊƎǳƳŜƴǘ ǘƘŀǘ  

there are a variety of alternative conceptions of transformative learning 
theory that refer to similar ideas and address factors often overlooked in the 
ŘƻƳƛƴŀƴǘ ǘƘŜƻǊȅ ƻŦ ǘǊŀƴǎŦƻǊƳŀǘƛƻƴ όaŜȊƛǊƻǿΩǎύΣ ǎǳŎƘ ŀǎ ǘƘŜ ǊƻƭŜ ƻŦ 
spirituality, positionality, emancipatory learning, and neurobiology (p.7). 

In this thesis, it is not intended that alternative conceptions of transformative learning 

such as spirituality, positionality and neurobiology will be explored.  The emphasis will 

rather be on the core theme of transformative learning itself in the context of CPD for 

teachers. 

 
3.3 Continuing Professional Development as the Nucleus for 

¢ŜŀŎƘŜǊǎΩ tǊƻŦŜǎǎƛƻƴŀƭ [ŜŀǊƴƛƴƎ  
 
Having explored the nature of transformative learning and its connection with teacher 

identity, the examination of the literature now turns to the role of continuing professional 

development in pursuit of a deeper understanding of its application and possibilities in 

ǊŜƭŀǘƛƻƴ ǘƻ ǘŜŀŎƘŜǊΩǎ ǇǊƻŦŜǎǎƛƻƴŀƭ ƭŜŀǊƴƛƴƎΦ ¢Ƙƛǎ ǎŜŎǘƛƻƴΣ ǘƘŜǊŜŦƻǊŜΣ ǿƛƭƭ ŎƻǾŜǊ ŎƻƴǘǊƛōǳǘƛƻƴǎ 

ŦǊƻƳ ǘƘŜ ƭƛǘŜǊŀǘǳǊŜ ƻƴ ǘŜŀŎƘŜǊǎΩ ǇǊƻŦŜǎǎƛƻƴŀƭ ƭŜŀǊƴƛƴƎ ŀƴŘ ŘŜǾŜƭƻǇƳŜƴǘ ŦǊƻƳ ǘƘŜ Ŧƻƭlowing 

viewpoints:  
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3.3.1 Understanding what is meant by Continuing Professional Development  
3.3.2   The importance of Continuing Professional Development for teachers  
3.3.3      Key features of good professional development for teachers                                   
3.3.4      The envisaged outcomes of transformative professional development    

 

3.3.1 Understanding what is meant by Continuing Professional Development  
 

Taken literally, the words continuing professional development (CPD) indicate that a 

ǇŜǊǎƻƴΩǎ ƭŜŀǊƴƛƴƎ ǿƘƛŎƘ ƛǎ ǊŜƭŀǘŜŘ ǘƻ ƘƛǎκƘŜǊ ǇǊƻŦŜǎǎƛƻƴŀƭ ǇǊŀŎǘƛŎŜ ƛǎ ŀ Ŏƻƴǘƛƴǳƻǳǎ ǇǊƻŎŜǎǎ 

throughout the career.  Some writers call it continuing professional learning (CPL) and, in so 

doing, distinguish between the process of development and that of learning.  Fraser et al 

(2007), in a passage that is resonant of Mezirow and Brookfield, examined models of 

professional learning and, in clarifying the difference between them, suggest that:  

¢ŜŀŎƘŜǊǎΩ ǇǊƻŦŜǎǎƛƻƴŀƭ ƭŜŀǊƴƛƴƎ Ŏŀƴ ōŜ ǘŀƪŜƴ ǘƻ Ǌepresent the processes that, 
whether intuitive or deliberate, individual or social, result in specific changes 
in the professional knowledge, skills, attitudes, beliefs or actions of teachers.  
¢ŜŀŎƘŜǊǎΩ ǇǊƻŦŜǎǎƛƻƴŀƭ ŘŜǾŜƭƻǇƳŜƴǘΣ ƻƴ ǘƘŜ ƻǘƘŜǊ ƘŀƴŘΣ ƛǎ ǘŀƪŜn to refer to 
the broader changes that may take place over a longer period of time 
ǊŜǎǳƭǘƛƴƎ ƛƴ ǉǳŀƭƛǘŀǘƛǾŜ ǎƘƛŦǘǎ ƻŦ ǘŜŀŎƘŜǊǎΩ ǇǊƻŦŜǎǎƛƻƴŀƭƛǎƳ όǇǇΦмрс-157). 
 

The terminology used by the Teaching Council, referred to in the previous chapter, is 

Continuing Personal and Professional Development (CPPD).  For the purpose of this 

literature review, the terminology used by the author(s) in the literature being quoted will 

be retained; otherwise, the term continuing professional development (CPD) will be used.   

TŜŀŎƘŜǊǎΩ /t5 Ŏŀƴ ǘŀƪŜ Ƴŀƴȅ ŦƻǊƳǎ ŀƴŘ ǘƘŜǊŜ Ŏŀƴ ōŜ ŜƴƎŀƎŜƳŜƴǘ ŀǘ Ƴŀƴȅ ƭŜǾŜƭǎΣ ŀǘ 

various sites, in a passive or participative mode, as a solo practitioner or as a member of a 

group.  CPD engagement can include: attending lectures or demonstrations; participating in 

workshops; being a member of a learning network;  working in a school-university 

partnership; reading professional material; keeping a professional journal; observing other 

teachers teaching and being observed; recording/videoing good practice; engaging in 

professional discussions with colleagues or other teachers; mentoring newly qualified 

teachers; studying for a post-graduate qualification; conducting action research and much 

more.   

In many countries, including Ireland, the traditional mode of CPD until the mid-90s was 

mainly the lecture format, delivered to teachers who were usually passive, non-

participative recipients.  It was aimed at the transfer of knowledge and based on the 
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assumption that transmission would lead to implementation of change.  Stephen Brookfield 

(1986) compares this form of CPD, i.e., bringing in an expert to give a lecture to teachers to 

tell them how they should do their job, to the teaching methodology used by teachers in 

their own classrooms.  He decries the fact that in this type of CPD teachers were not 

involved in planning the programme; that the issues of concern to them from their own 

classroom were not addressed, that they did not identify with the content and that the 

modus operandi contradicted the spirit and the form of effective facilitation (p.249).   

Day and Sachs (2004), capture the multidimensional nature of CPD, including that of adult 

learning, and provoke a myriad of attendant questions: 

Continuing professional development (CPD) is a term used to describe all the 
activities in which teachers engage during the course of a career which are 
designed to enhance their work.  Yet this is a deceptively simple description 
of a hugely complex intellectual and emotional endeavour which is at the 
heart of raising and maintaining standards of teaching, learning and 
achievement in a range of schools, each of which poses its own set of special 
challenges.  Moreover, because teachers, like the students they teach, think 
and feel, are influenced also by their biographies, social histories and working 
contexts, peer groups, teaching preferences, identities, phase of 
development and broader socio-political cultures, the purposes, design and 
processes of CPD will need to mirror these if it is to result in effective 
outcomes (p.3). 
 

These particularly powerful and challenging comments set out a framework of ideas for 

further exploration in this study, of which the following is a selection: What are the CPD 

activities in which Irish teachers, and indeed teachers internationally, most often engage?  

How do these activities enhance their work? To what extent can CPD activities take 

cognisance of and accommodate the multiplicity of personal and professional aspects of 

ǘŜŀŎƘŜǊǎΩ ƭƛǾŜǎΚ  Do they influence practice mainly at the level of effectiveness, or 

efficiencies?  To what extent do they promote qualitative transformations ς in the outlooks 

and practices of teachers and in the learning environments in which they work?  Some of 

these questions will be addressed in this study while others are beyond the scope of this 

work. 

Many other writers have proposed definitions of CPD which are similar to, or have 

elements of, that proffered by Day and Sachs.  Guskey (2000) defines professional 

ŘŜǾŜƭƻǇƳŜƴǘ ŀǎ άǘƘƻǎŜ ǇǊƻŎŜǎǎŜǎ ŀƴŘ ŀŎǘƛǾƛǘƛŜǎ ŘŜǎƛƎƴŜŘ ǘƻ enhance the professional 

knowledge, skills, and attitudes of educators so that they might, in turn, improve the 

ƭŜŀǊƴƛƴƎ ƻŦ ǎǘǳŘŜƴǘǎέ όǇΦмсύΦ  DǳǎƪŜȅ ŀǊƎǳŜǎ ǘƘŀǘ ǘŜŀŎƘŜǊ ƭŜŀǊƴƛƴƎ ŀƴŘ ǎǘǳŘŜƴǘ ƭŜŀǊƴƛƴƎ ŀǊŜ 

inextricably linked and this is increasingly a recurring feature in discussions on CPD, namely, 
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Ƙƻǿ ǘƘŜ ōŜƴŜŦƛǘǎ ƻŦ ǘŜŀŎƘŜǊǎΩ /t5 ŀǊŜ ƳŀƴƛŦŜǎǘŜŘ ƛƴ ǘƘŜ ŎƭŀǎǎǊƻƻƳΦ  ¢Ƙƛǎ ǿƛƭƭ ōŜ ŦǳǊǘƘŜǊ 

explored in this chapter in the section on the envisaged outcomes of CPD. 

More recent approaches to CPD have collaborative processes at their heart. CPD as a 

collaborative process, or collaborative processes as a vehicle for CPD, are documented and 

supported by many writers.  Formal and purposeful opportunities for teachers to engage 

collaboratively in CPD are fairly common in parts of the US and other countries, including 

networks, research groups and school-university partnerships.  Nieto (2003) argues that 

many teachers receive their greatest inspiration from other teachers, rather than from 

outside experts, as they work on day-to-day problems together. They find opportunities for 

ŎƻƭƭŀōƻǊŀǘƛǾŜ ǇǊƻŦŜǎǎƛƻƴŀƭ ƭŜŀǊƴƛƴƎ ǿƘŜƴ άǘƘŜȅ Ƨƻƛƴ ƛƴǉǳƛǊȅ ƎǊƻǳǇǎ ŀƴŘ ǇǊƻŦŜǎǎƛƻƴŀƭ 

organisations; they attend and participate actively in conferences; they present workshops 

together; and, in a myriad of other ways, they demonstrate that collegiality is essential for 

ƎƻƻŘ ǘŜŀŎƘƛƴƎέ όǇΦруύΦ !ƭǘƘƻǳƎƘ ǎƘŜ ŘƻŜǎ ƴƻǘ ǊŜŦŜǊ ǘƻ aŜȊƛǊƻǿΩǎ ǘƘŜƻǊȅΣ bƛŜǘƻΩǎ writings 

have strong transformative resonances. There are shades of critical reflection and critical 

ŘƛǎŎƻǳǊǎŜΣ ŀŘǾƻŎŀǘŜŘ ōȅ aŜȊƛǊƻǿΣ ƛƴ bƛŜǘƻΩǎ ǿƻǊƪ ǿƛǘƘ ŀƴ ŜƴǉǳƛǊȅ ƎǊƻǳǇ ǿƘŜǊŜ ǘŜŀŎƘŜǊǎ 

άǇŀǊǘƛŎƛǇŀǘŜŘ ǎǇƛǊƛǘŜŘƭȅέ ƛƴ ǘƘŜƛǊ ŎƻƴǾŜǊǎŀǘƛƻƴǎ όǇΦ туύΦ   bƛŜǘƻ ŀŎƪƴƻǿƭŜŘƎŜǎ ǘƘŀǘ άŀŘǳƭǘ 

ŎƻƴǾŜǊǎŀǘƛƻƴǎΣ ǿƘƛƭŜ ƴŜŎŜǎǎŀǊȅΣ Ŏŀƴ ŀƭǎƻ ōŜ ǘǊƻǳōƭƛƴƎέ όǇΦ туύ ŀnd cites question of race and 

ǎƻŎƛŀƭ Ŏƭŀǎǎ ŀǎ ōŜƛƴƎ άǘƻǳƎƘ ŦƻǊ Ƴŀƴȅ ǘŜŀŎƘŜǊǎ ǘƻ ŦŀŎŜέ όǇΦ тфύΦ  {ƘŜ ŀǊƎǳŜǎ ǘƘŀǘ άƛƴ ǎǇƛǘŜ ƻŦ 

the complications involved in talking about, writing on, and puzzling over persistent 

dilemmas, however, the process can be upliftiƴƎ ŀƴŘ ǘǊŀƴǎŦƻǊƳŀǘƛǾŜέ όǇΦ тфύΦ   

¢ŜŀŎƘŜǊ ƴŜǘǿƻǊƪǎ ǇǊƻǾƛŘŜ ŀ ǇŀǊǘƛŎǳƭŀǊ ŦƻǊǳƳ ŦƻǊ ǘŜŀŎƘŜǊǎΩ /t5 ōŀǎŜŘ ƻƴ ŎƻƭƭŀōƻǊŀǘƛǾŜ 

processes.  Lieberman (2000) contrasts the activities of these groups with the traditional 

άƻƴŜ ǎƛȊŜ Ŧƛǘǎ ŀƭƭέ /t5 ŘŜƭƛǾŜǊŜŘ ōȅ ƻǳǘǎƛŘŜ άŜȄǇŜǊǘǎέ ǿƛǘƘƻǳǘ ǊŜƎŀǊŘ ŦƻǊ ǘƘŜ ƛƴŘƛǾƛŘǳŀƭƛǘȅ ƻŦ 

ǎŎƘƻƻƭǎ ŀƴŘ ǘƘŜƛǊ ŘƛŦŦŜǊƛƴƎ ƴŜŜŘǎΦ Lƴ ŦƻŎǳǎƛƴƎ ƻƴ ǘŜŀŎƘŜǊǎΩ ƭŜŀǊƴƛƴƎ ƴŜǘǿƻǊƪǎΣ [ƛŜōŜǊƳŀƴ 

took, as an example, the National Writing Project (NWP) in the U.S. which then had 161 

sites, having been in existence for 25 years.  She explained that the programme begins with 

a 5-week workshop held on a university campus and, from the beginning, the activities are 

aimed at promoting the community aspect of the group. The teachers take turns in the 

ŀǳǘƘƻǊΩǎ ŎƘŀƛǊΣ ǘŜŀŎƘƛƴƎ ŀ ƳƻŘŜƭ ƭŜǎǎƻƴ ŀƴŘ ƭƻƎƎƛƴƎ ŜŀŎƘ ŘŀȅΩǎ ŀŎǘƛǾƛǘƛŜǎΦ  ¢ƘŜȅ ǿǊƛǘŜ ƭŜǘǘŜǊǎΣ 

ǘƘŜȅ ŘƛǎŎǳǎǎ ŀƴŘ ƎƛǾŜ ŦŜŜŘōŀŎƪ ƻƴ ŜŀŎƘ ƻǘƘŜǊΩǎ ǿƻǊƪΦ ¢ƘŜȅ ǿƻǊƪ ƛƴ ǎƳŀƭƭ ƎǊƻǳǇǎ ŀƴŘ ŀƭƻƴŜΣ 

developing awareness of the development of personal relationships and cultural norms in 

the group (p.224).   
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The literature shows that CPD is a complex multidimensional process.  It is clear that the 

model of CPD as the transmission of knowledge, which prevailed in the 60s and 70s, is no 

longer regarded as being adequate or appropriate in addreǎǎƛƴƎ ǘŜŀŎƘŜǊǎΩ ƭŜŀǊƴƛƴƎ ƴŜŜŘǎΦ  

It is being replaced by interactive CPD activities and by teachers working collaboratively 

with colleagues in schools and engaging in learning networks beyond the school.  There is 

potential for transformation in these approaches to CPD.  

3.3.2   The importance of Continuing Professional Development for teachers  
 
The importance of CPD for teachers is very well illustrated in the many accounts of CPD 

found in the literature. It is intended that the selections from the literature which are 

referenced in this section will illustrate the transformative dimension of professional 

learning for teachers.  The literature quoted illuminates the promotion of a deepening 

sense of professional self-understanding, or identity, as distinct from merely an increase in 

skills, competences and efficiencies. 

In reflecting on teachers as lifelong learners, we trust that student teachers are helped to 

understand that initial teacher education is the beginning of their journey of lifelong 

learning as teachers. Their awareness of the continuum of teacher education may be 

heightened when, as newly qualified teachers, they take on their first teaching 

responsibilities.  As they grow and mature into their role, teachers may realise that they are 

in need of regular professional nourishment.  Well-ŎƻƴŎŜƛǾŜŘ /t5 Ƴŀȅ ōŜ ǘŜŀŎƘŜǊǎΩ ƭƛŦŜƭƛƴŜ 

to this nourishment, to the renewal of purpose in their teaching, to reinvigoration of their 

practice through new knowledge and skills development and to the replenishment of the 

mental, physical and emotional wellspring of their teaching.  

The importance of enabling teachers to grow and mature, personally and professionally, is 

reflected in the words of Parker Palmer (1998): 

As a young teacher, I yearned for the day when I would know my craft so 
well, be so competent, so experienced, and so powerful, that I could walk 
into any classroom without feeling afraid. But now, in my late fifties, I know 
that day will never come.  I will always have fears, but I need not be my fears 
- for there are other places in my inner landscape from which I can speak and 
act. 
Each time I walk into a classroom, I can choose the place within myself from 
which my teaching will come, just as I can choose the place within my 
students towards which my teaching will be aimed. I need not teach from a 
fearful place: I can teach from curiosity or hope or empathy or honesty, 
places that are as real within me as are my fears.  I can have fear, but I need 
not be fear - if I am willing to stand someplace else in my inner landscape 
(p.57). 
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One of the aims of high-ǉǳŀƭƛǘȅ /t5 ŎƻǳƭŘ ōŜ ǘƻ ŘŜǾŜƭƻǇ ǘƘŀǘ άƛƴƴŜǊ ƭŀƴŘǎŎŀǇŜέ ǎƻ ǘƘŀǘ 

teachers feel confident, in themselves and in their students, and can bring creativity and 

imagination to their work.  There may be a certain element of risk-taking by a teacher in 

ŘƻƛƴƎ ǘƘƛƴƎǎ ŘƛŦŦŜǊŜƴǘƭȅΦ  aŜȊƛǊƻǿ όмффмύ Ǉƻƛƴǘǎ ƻǳǘ ǘƘŀǘ άǘƘŜ ǎǘǊƻƴƎ ŦŜŜƭƛƴƎǎ ǘƘŀǘ ƛƳǇŜŘŜ 

ŀŎǘƛƻƴ Ƴǳǎǘ ōŜ ŘŜŀƭǘ ǿƛǘƘ ōŜŦƻǊŜ ǘǊŀƴǎŦƻǊƳŀǘƛƻƴ Ŏŀƴ ƻŎŎǳǊΧǘǊŀƴǎŦƻǊƳŀǘƛǾŜ ƭŜŀǊƴƛƴƎ Ƴŀȅ 

involve progressively greater risk takƛƴƎ ƛƴ ŘŜŎƛŘƛƴƎ ŀŎǘƛƻƴ ǎǘŜǇǎέ όǇΦмплύΦ ¢ŜŀŎƘŜǊǎ Ƴŀȅ ŦŜŜƭ 

bound by prescriptive curricula and syllabi which could stunt and stultify their own and 

ǘƘŜƛǊ ǎǘǳŘŜƴǘǎΩ ŘŜǾŜƭƻǇƳŜƴǘΦ LŘŜŀƭƭȅΣ ǘƘŜ ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ ǘƘŜ άƛƴƴŜǊ ƭŀƴŘǎŎŀǇŜέ ǿƻǳƭŘ 

facilitate attention to tƘŜ ƻǳǘŜǊ ƭŀƴŘǎŎŀǇŜ ŀǎ ǘƘŜ ǘŜŀŎƘŜǊΩǎ ŎŀǇŀŎƛǘȅ ǘƻ ŀŘŀǇǘ ǘƻ ǘƘŜ ŜǾŜǊ-

changing educational scene is enhanced through CPD.  

¢ƘŜ ƛƳǇƻǊǘŀƴŎŜ ƻŦ ǘŜŀŎƘŜǊǎΩ ŀōƛƭƛǘȅ ǘƻ ŎƻǇŜ ǿƛǘƘ ŎƘŀƴƎŜΣ ƛΦŜΦΣ ǘƻ ōŜŎƻƳŜ ǎƘŀǇŜǊǎ ƻŦ ŎƘŀƴƎŜ 

as distinct from mere victims of it, is highlighted by Fullan (1993), who deals with it in the 

ŎƻƴǘŜȄǘ ƻŦ ǘƘŜ ƳƻǊŀƭ ǇǳǊǇƻǎŜ ƻŦ ŜŘǳŎŀǘƛƻƴ άǘƻ ƳŀƪŜ ŀ ŘƛŦŦŜǊŜƴŎŜ ƛƴ ǘƘŜ ƭƛǾŜǎ ƻŦ ǎǘǳŘŜƴǘǎΣ 

regardless of background, and to help produce citizens who can live and work productively 

in increasingly dynamically ŎƻƳǇƭŜȄ ǎƻŎƛŜǘƛŜǎέ όǇΦпύΦ Cǳƭƭŀƴ ǎŀȅǎ ǘƘŀǘ ǘƘƛǎ Ǉǳǘǎ ǘŜŀŎƘŜǊǎ ƛƴ ŀ 

situation where they have to manage educational change on a continuous basis as skilled 

change agents. While Fullan writes mainly on the leadership of change in the context of 

educational reform, the potential for teacher transformation is implicit, to some degree, in 

Ƙƛǎ ǿƻǊƪ ƻƴ ŎƘŀƴƎŜ ŀƎŜƴǘǊȅΣ ŜΦƎΦΣ ƘŜ ƛŘŜƴǘƛŦƛŜǎ άŦƻǳǊ ŎƻǊŜ ŎŀǇŀŎƛǘƛŜǎ ǊŜǉǳƛǊŜŘ ŀǎ ŀ ƎŜƴŜǊŀǘƛǾŜ 

foundation for building greater change capacity: personal vision-building; inquiry, mastery 

ŀƴŘ ŎƻƭƭŀōƻǊŀǘƛƻƴέ όǇΦмнύΦ  Cǳƭƭŀƴ ŀǊƎǳŜǎ ǘƘŀǘ άǿƻǊƪƛƴƎ ƻƴ ŀ Ǿƛǎƛƻƴ ƳŜŀƴǎ ŜȄŀƳƛƴƛƴƎ ŀƴŘ ǊŜ-

ŜȄŀƳƛƴƛƴƎΣ ŀƴŘ ƳŀƪƛƴƎ ŜȄǇƭƛŎƛǘ ǘƻ ƻǳǊǎŜƭǾŜǎ ǿƘȅ ǿŜ ŎŀƳŜ ƛƴǘƻ ǘŜŀŎƘƛƴƎΧƛǘ ŦƻǊŎŜǎ ǳǎ ǘƻ 

come out of the closet with doubts about ourselves and what we are ŘƻƛƴƎέ όǇΦмоύΦ  IŜǊŜΣ 

CǳƭƭŀƴΩǎ ǿƻǊŘǎ ǊŜǎƻƴŀǘŜ ǿƛǘƘ aŜȊƛǊƻǿΩǎ ŎƻƴŎŜǇǘ ƻŦ ǇŜƻǇƭŜ ŜȄŀƳƛƴƛƴƎ ǘƘŜƛǊ ŦǊŀƳŜǎ ƻŦ 

reference as a result of which they may change their values and attitudes. However, apart 

from these intimations of transformation in the first book of CǳƭƭŀƴΩǎ ǘǊƛƭƻƎȅ ƻƴ Change 

Forces, there is little exploration of the transformative dimensions of professional learning 

in the second (1999) and third (2003) books in the series.   

Hargreaves (2003) is more incisive on the issue of transformation believing that there is a 

moral imperative that teachers attend not only to their own professional learning but also 

to their own personal and professional development.  In so doing, he distinguishes between 

professional learning as skills, on the one hand, and knowledge-based learning and 

ǇǊƻŦŜǎǎƛƻƴŀƭ ŀƴŘ ǇŜǊǎƻƴŀƭ ŘŜǾŜƭƻǇƳŜƴǘ ǘƘǊƻǳƎƘ ǿƘƛŎƘ άǘŜŀŎƘŜǊǎ ōǳƛƭŘ ŎƘŀǊŀŎǘŜǊΣ ƳŀǘǳǊƛǘȅΣ 

ŀƴŘ ƻǘƘŜǊ ǾƛǊǘǳŜǎ ƛƴ ǘƘŜƳǎŜƭǾŜǎ ŀƴŘ ƻǘƘŜǊǎΣ ƳŀƪƛƴƎ ǘƘŜƛǊ ǎŎƘƻƻƭǎ ƛƴǘƻ ƳƻǊŀƭ ŎƻƳƳǳƴƛǘƛŜǎέ 
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(p.63).  Thus, he argues, teachers who have developed a secure sense of identity, through 

professional development and personal growth, can engage as confidently with adults as 

they do with children.  In that context, he notes the importance of senior teachers being 

available to support younger teachers and would welcome retaining them for this purpose 

through post-ǊŜǘƛǊŜƳŜƴǘ ƛƴƛǘƛŀǘƛǾŜǎΦ  IŜ ŎƭŀƛƳǎ ǘƘŀǘ άtǊƻŦŜǎǎƛƻƴŀƭ ƭŜŀǊƴƛƴƎ ŀƴŘ ǇǊƻŦŜǎǎƛƻƴŀƭ 

development both matter in the knowledge-ǎƻŎƛŜǘȅ ǎŎƘƻƻƭέ όǇΦсоύΦ  IŀǊƎǊŜŀǾŜǎ ŦǳǊǘƘŜǊ 

expands on the importance of the whole school, not just individual teachers, engaging in 

ƭŜŀǊƴƛƴƎ ŀǎ ŀƴ ƻǊƎŀƴƛǎŀǘƛƻƴΣ ǿƘŜǊŜ ά¢ƘŜȅ ǿƻǳƭŘ ƻǇŜǊŀǘŜ ŀǎ ƎŜƴǳƛƴŜ ŎƻƳƳǳƴƛǘƛŜǎ ǘƘŀǘ ŘǊŜǿ 

ƻƴ ǘƘŜƛǊ ŎƻƭƭŜŎǘƛǾŜ ƛƴǘŜƭƭƛƎŜƴŎŜ ŀƴŘ ƘǳƳŀƴ ǊŜǎƻǳǊŎŜǎ ǘƻ ǇǳǊǎǳŜ Ŏƻƴǘƛƴǳƻǳǎ ƛƳǇǊƻǾŜƳŜƴǘέ 

(p. 127).   

Fullan (1993) perceptively points out that the school as a learning organisation enables 

teachers to see the whole picture and their individual parts therein and prepares them to 

collectively adapt to rapidly changing scenes in education.   According to Fullan  

Our high-quality teaching force ς always learning ς is the sine qua non of 
coping with dynamic complexity, i.e., of helping to produce citizens who can 
manage their lives and relate to those around them in a continually changing 
world. There are no substitutes to having better teachers (p.104).  
 

Lƴ ŀ ǎƛƳƛƭŀǊ ǾŜƛƴ ƻŦ ǘƘƻǳƎƘǘΣ DǳǎƪŜȅ όнлллύ ǎŀȅǎ ǘƘŀǘ ǘŜŀŎƘŜǊǎΩ ǇǊƻŦŜǎǎƛƻƴŀƭ ŘŜǾŜƭƻǇƳŜƴǘ ƛǎ 

extremely important as it is central and fundamental to improvements in education.  He 

does not agree with those who regard CPD as the remedy for perceived deficiencies in 

ǘŜŀŎƘŜǊǎΩ ǿƻǊƪ ōǳǘ ǊŀǘƘŜǊ ǾƛŜǿǎ ƛǘ ŀǎ ƛƳǇƻǊǘŀƴǘ ƛƴ ǘƘŜ ŎƻƴǘŜȄǘ ƻŦ ŀ άƎǊƻǿƛƴƎ ǊŜŎƻƎƴƛǘƛƻƴ ƻŦ 

ŜŘǳŎŀǘƛƻƴ ŀǎ ŀ ŘȅƴŀƳƛŎΣ ǇǊƻŦŜǎǎƛƻƴŀƭ ŦƛŜƭŘΧόǿƘŜǊŜύ ƴŜǿ ǘȅǇŜǎ ƻŦ ŜȄǇŜǊǘƛǎŜ ŀǊŜ ǊŜǉǳƛǊŜŘ ƻŦ 

ŜŘǳŎŀǘƻǊǎ ŀǘ ŀƭƭ ƭŜǾŜƭǎέ (p.16).  

DƻƻŘ ǘŜŀŎƘŜǊǎ ƘŀǾŜ ōŜŜƴ ŘŜǎŎǊƛōŜŘ ŀǎ ǘƘƻǎŜ ǿƘƻ άƳŀƪŜ ƳŀƎƛŎέ ōǳǘ bƛŜǘƻ όнллоύ Ǉƻƛƴǘǎ 

out that this does not happen in isolation; rather in their work in a community.   Nieto set 

up an inquiry group to investigate what keeps teachers going, from which emerged What 

Keeps Teachers Going? (2003), and found that teachers need to engage in learning on a 

Ŏƻƴǘƛƴǳƻǳǎ ōŀǎƛǎΣ ƛƴ ŎƻƳƳǳƴƛǘȅ ǿƛǘƘ ƻǘƘŜǊǎΦ  {ƘŜ ǎŀȅǎ ǘƘŀǘ ά±ƛŜǿƛƴƎ ǘŜŀŎƘŜǊǎ ŀǎ ƳŜƳōŜǊǎ 

of an intellectual community means understanding that teaching is enriched not only by 

ƛƴŘƛǾƛŘǳŀƭ ŜȄŎŜƭƭŜƴŎŜ ŀƭǎƻ ōȅ ŎƻƭƭŜŎǘƛǾŜ ŜŦŦƻǊǘέ όǇΦфлύΦ  {ǳŎƘ ƛƴƛǘƛŀǘƛǾŜǎ ƘƛƎƘƭƛƎƘǘ ǘƘŜ ƳŜǊƛǘǎ ƻŦ 

developing a culture of CPD through group processes, be they whole-staff, inter-school or 

based on other commonalities. 

Another reason why CPD as a collaborative process is important is that it can give a voice to 

unrepresented individuals or groups.  Johnson et al (2000) in the U.S. discuss this in relation 
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to the nature of participative collaborations such as school-university partnerships where 

teachers who may be isolated in their classrooms are empowered to reflect on the 

circumstances which curtail them.  Johnson et al comment, in particular, on female 

teachers who are in the majority in the teaching profession but were quite silent until they 

began to develop a public voice on school policies and other matters, through 

ŎƻƭƭŀōƻǊŀǘƛƻƴǎΦ  ¢ƘŜȅ ǎŀȅ ǘƘŀǘ άŎƻƭƭŀōƻǊŀǘƛƻƴΣ ǿƘƛŎƘ ƛǎ ŎƻƴǎǘƛǘǳǘƛǾŜ ƻŦ ƻǳǊ Ƴƻǎǘ ƭƛŦŜ-

supporting and growth-producing values, offers those of us who care about children and 

ǎŎƘƻƻƭƛƴƎ ŀ ǇƻǘŜƴǘƛŀƭƭȅ ǇƻǿŜǊŦǳƭ ǘƻƻƭ ŦƻǊ ǘǊŀƴǎŦƻǊƳƛƴƎ ƻǳǊ ŜƴǾƛǊƻƴƳŜƴǘέ όǇΦотύΦ 

Lieberman (2000) agrees that collaborative groups are perceived to be more amenable to 

facilitating beneficial change in schools and also acknowledges that they alleviate the 

isolation many teachers feel in their classrooms, as they take cognisance of, and build on, 

tŜŀŎƘŜǊǎΩ ƴŜŜŘǎ ŀƴŘ ƛƴǘŜǊŜǎǘǎΦ She believes that schools do not always recognise the 

importance of developing a supportive culture for learning.  She sees that, by contrast, 

informal and more formal CPD networks consciously build relationships towards achieving 

ǘƘŜƛǊ Ǝƻŀƭǎ ŀƴŘ ǘƘŀǘ άŜƴŀōƭƛƴƎ ƳŜƳōŜǊǎ ǘƻ ǇŀǊǘƛŎƛǇŀǘŜ ƛƴ ŎǊŜŀǘƛƴƎ ŀƴŘ ǎǳǎǘŀƛƴƛƴƎ ŀ ƎǊƻǳǇ 

that advanced their professional identity, interests, and learning, released great energy and 

ǇƻǿŜǊέ όǇΦнноύΦ  

In the Preface to Learning Anew (Hogan et al, 2007), Professor John Coolahan states that  

whole-hearted engagement with well-designed continuing professional 
development activity can be a catalyst that unleashes new energies, fosters 
fresh enthusiasm, cultivates deeper understating and fine-hones pedagogical 
skills. The nature of teaching requires such re-invigoration on a periodic basis 
(p.i).  

The importance of CPD for teachers is related to their changing role and their concept of 

ǘƘŜƳǎŜƭǾŜǎ ŀǎ ǇǊƻŦŜǎǎƛƻƴŀƭǎ ƛƴ ǘƘŜ ŎƻƴǘŜȄǘ ƻŦ ŀ ŎƘŀƴƎƛƴƎ ǿƻǊƭŘΦ 5ŀǾƛŜǎ όнлмоύ ǎŀȅǎ ǘƘŀǘ άǘƻ 

maintain pace with fundamental shifts in local and global societies, it requires teachers 

themselves to be creative in the ways they conceive and carry out their role and in the ways 

ǘƘŜȅ ŘŜǾŜƭƻǇ ǘƘŜƛǊ ƪŜȅ ǊŜƭŀǘƛƻƴǎƘƛǇǎ ǿƛǘƘ ƭŜŀǊƴŜǊǎ ŀƴŘ ǿƛǘƘ ƻǘƘŜǊ ǎǘŀƪŜƘƻƭŘŜǊǎέ όǇΦрнύΦ  

Lǘ ƛǎ ŎƭŜŀǊ ǘƘŀǘ /t5 ƛǎ ƛƳǇƻǊǘŀƴǘ ƛƴ ƳŀƛƴǘŀƛƴƛƴƎ ǘŜŀŎƘŜǊǎΩ ŎƻƳƳƛǘƳŜƴǘ ǘƻ ǘƘŜ ƳƻǊŀƭ ǇǳǊǇƻǎŜ 

of teaching in making a diŦŦŜǊŜƴŎŜ ƛƴ ǎǘǳŘŜƴǘǎΩ ƭƛǾŜǎΦ  

3.3.3        Key features of good professional development for teachers 

Opportunities for CPD take many forms and are facilitated in varying situations, at different 

levels, through multifaceted structures and systems. While the traditional form of CPD as 
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knowledge transmission does not accord with transformative CPD, it may be argued that 

information-giving sessions are still necessary in some instances.  However, participative 

ƳŜǘƘƻŘǎ ƻŦ /t5 ǿƘƛŎƘ ǊŜŦƭŜŎǘ aŜȊƛǊƻǿΩǎ ŀƴŘ .ǊƻƻƪŦƛŜƭŘΩǎ ǿǊƛǘƛƴƎ ƻƴ ŎƻƳƳǳƴƛŎŀǘƛƻƴ ŀƴŘ 

reflection can bring a new dimension to lifelong learning for teachers.  This is highlighted in 

the following extracts from some of the literature on CPD.  

Butt et al (1992) commented that CPD programme developers concentrated on changing 

ǘŜŀŎƘŜǊǎΩ ōŜƭƛŜŦǎΣ ŀǘǘƛǘǳŘŜǎ ŀƴŘ ǇǊŀŎǘƛŎŜǎ ŀƴŘ ƛƳǇƭƛŜŘ ǘƘŀǘ ǘƘƛǎ ǿŀǎ ǘƘŜ Ƴƻǎǘ ŀǇǇǊƻǇǊƛŀǘŜ 

approach, arguing that   

Seeing the teacher as an adult learner entails acknowledging that she holds 
an articulate and elaborated practical knowledge of classroom practice that, 
ƛŦ ŜȄŀƳƛƴŜŘ ƻƴ ƛǘǎ ƻǿƴ ƎǊƻǳƴŘǎΣ ƳƛƎƘǘ ƴƻǘ ōŜ ƻǊƎŀƴƛȊŜŘ ƛƴ ǘŜǊƳǎ ƻŦ ΨōŜƭƛŜŦǎΩΣ 
ΨŀǘǘƛǘǳŘŜǎΩΣ ΨƛƴǎǘǊǳŎǘƛƻƴŀƭ ǇǊŀŎǘƛŎŜǎΩΦ  {ŜŜƛƴƎ ǘƘŜ ǘŜŀŎƘŜǊ ŀǎ ŀƴ ŀŘǳƭǘ ƭŜŀǊƴŜǊ 
implies that teachers will seek a kind of knowledge that can, in some way, be 
incorporated in the structure of knowledge they have developed; it also 
means that they will learn in several ways, from several sources and in 
various manners at different moments in their careers  (p.54). 
 

Brookfield is concerned that mandatory continuing education, i.e., compulsory CPD, may 

άŀŎǘ ŀǎ ŀ ƳŀƧƻǊ ōƭƻŎƪ ǘƻ ŜŦŦŜŎǘƛǾŜ ƭŜŀǊƴƛƴƎέ όǇΦ мтрύΦ  ²ƘŜƴ ŎƻƴǎƛŘŜǊƛƴƎ ǘƘŜ ǊƻƭŜ ƻŦ ŎǊƛǘƛŎŀƭ 

reflection and critical thinking in relation to transformative CPD for teachers, it is useful to 

ǊŜƳŜƳōŜǊ .ǊƻƻƪŦƛŜƭŘΩǎ όмфутύ ƛƴǎƛƎƘǘ ǘƘŀǘ  

Trying to force people to analyse critically the assumptions under which they 
have been thinking and living is likely to serve no function other than 
intimidating them to the point where resistance builds up against this 
process.  We can, however, try to awaken, prompt, nurture, and encourage 
this process without making people feel threatened or patronized (p. 11). 

 

In that context, .ǊƻƻƪŦƛŜƭŘΩǎ όмфусύΣ ǎƛȄ ƪŜȅ ǇǊƛƴŎƛǇƭŜǎ ƻŦ ŜŦŦŜŎǘƛǾŜ ǇǊŀŎǘƛŎŜ in adult 

education/facilitated learning are particularly relevant and applicable to CPD for teachers 

and are summarised as:   

¶ participation is voluntary ς the learner makes the decision to engage in the learning 
process 

¶ ǇŀǊǘƛŎƛǇŀƴǘǎ ǊŜǎǇŜŎǘ ŜŀŎƘ ƻǘƘŜǊΩǎ ǎelf-worth ς criticism may be part of a discussion 
but it is offered without belittling others in the process 
 

¶ facilitation is collaborative ς leadership and facilitation roles may be shared and 
there is a continuous negotiation of activities and priorities  
 

¶ praxis is engaged in ς there is a cyclical process of engaging, applying, analysing and 
reflecting on an idea 
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¶ adults engage in critical reflection ς people question their values, beliefs and 
behaviours  
 

¶ people are supported in becoming self-directed, empowered adults ς they learn 
how to be proactive rather than reactive (pp.9-11).    

 

.ǊƻƻƪŦƛŜƭŘΩǎ ǇǊƛƴŎƛǇƭŜǎ ŀǊŜ ŦǳƴŘŀƳŜƴǘŀƭ ǘƻ ŦŀŎƛƭƛǘŀǘƛƴƎ /t5 ƻǇǇƻǊǘǳƴƛǘƛŜǎ ǿƘƛŎƘ ƘŀǾŜ ǘƘŜ 

potential to be transformative.  It is intended that they will underpin whatever suggestions 

emerge in this study in relation to the creation of a CPD framework for teachers.  In that 

context, it is hoped that they might be brought to the attention of policy makers, 

facilitators and teachers engaged in CPD activities in this country and be incorporated into a 

set of principles around which a CPD framework might be created.  

Darling-Hammond et al. (1995) argue that professional development should provide 

ƻǇǇƻǊǘǳƴƛǘƛŜǎ ŦƻǊ ǘŜŀŎƘŜǊǎΩ ŎǊƛǘƛŎŀƭ ǊŜŦƭŜŎǘƛƻƴ ǿƘƛŎƘ ŘŜŜǇŜƴ ǘŜŀŎƘŜǊǎΩ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŜ 

processes of teaching and learning and of the students they teach.  They speak of effective 

professional development accommodating teachers as learners and as teachers, allowing 

ǘƘŜƳ άǘƻ ǎǘǊǳƎƎƭŜ ǿƛǘƘ ǘƘŜ ǳƴŎŜǊǘŀƛƴǘƛŜǎ ǘƘŀǘ ŀŎŎƻƳǇŀƴȅ ŜŀŎƘ ǊƻƭŜέ όǇΦнύΦ  ¢ƘŜȅ ŘŜŦƛƴŜ ŀ 

number of characteristics of effective CPD which have resonance witƘ .ǊƻƻƪŦƛŜƭŘΩǎ 

principles of adult learning including: tasks of teaching, assessment, observation and 

reflection; participant-ƭŜŀŘ ƛƴǉǳƛǊȅΣ ǊŜŦƭŜŎǘƛƻƴ ŀƴŘ ŜȄǇŜǊƛƳŜƴǘŀǘƛƻƴΤ ŎƻƴƴŜŎǘŜŘ ǘƻ ǘŜŀŎƘŜǊǎΩ 

work with their students; being sustained and supported and being connected to other 

aspects of school change.   

Equally true to the principles of adult learning, a key feature of good professional 

development is the opportunity it provides for teacher interaction, sharing of knowledge 

and experience and discussion on classroom practice.  Teacher inquiry groups provide this 

opportunity and Crockett (2002) reports on a year-long study of one such group. Her article 

focuses, in particular, on the specific activities that generate critical reflection within inquiry 

grouǇǎΦ  ¢ƘŜ ǇǳǊǇƻǎŜ ƻŦ ǘƘŜ ǎǘǳŘȅ ǿŀǎ άǘƻ ƎŜƴŜǊŀǘŜ ŘƛƭŜƳƳŀǎ ǊŜƎŀǊŘƛƴƎ ǘŜŀŎƘŜǊΩǎ ōŜƭƛŜŦǎ 

and practices about mathematics teaching and learning in and through the activities that 

constitute their daily work ς planning lessons, teaching lessons, and assessing stuŘŜƴǘǎΩ 

ǿƻǊƪ ŀǎ ǘƘŜȅ ƛƴǘŜǊŀŎǘŜŘ ƛƴ ǿŜŜƪƭȅ ƛƴǉǳƛǊȅ ƎǊƻǳǇǎέ (p.610). She describes how the group 

argued, challenged assumptions, reached consensus at times, planned lessons, put ideas 

into practice in the classroom, discussed the outcomes and jointly assessed ǎǘǳŘŜƴǘǎΩ ǿƻǊƪΦ  

Thus, professional conversation, as a key aspect of CPD, generated an opportunity for 
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ǘŜŀŎƘŜǊǎΩ ƛƴŎǊŜŀǎŜŘ ƭŜŀǊƴƛƴƎ ƻŦ ƳŀǘƘŜƳŀǘƛŎŀƭ ǎǳōƧŜŎǘ ƪƴƻǿƭŜŘƎŜ ŀƴŘ ǇŜŘŀƎƻƎƛŎŀƭ 

knowledge and facilitated an enriched teaching/learning experience in the classroom.  

Writing in the late 90s on their work with teachers who were learning skills towards using 

Instructional Conversations (ICs) in their classrooms, Goldenberg and Gallimore (1991) 

ŦƻǳƴŘ ǘƘŀǘ ά{ǘŀŦŦ ŘŜǾŜƭƻǇƳŜƴǘΧƳǳǎǘ ōŜ ƎǊƻǳƴŘŜŘ ƛƴ ǘƘŜ ƳǳƴŘŀƴŜ ōǳǘ very real details of 

ǘŜŀŎƘŜǊǎΩ Řŀƛƭȅ ǿƻǊƪ ƭƛǾŜǎ ŀƴŘ ƛƴ ŀ ŦƻǊƳ ǘƘŀǘ ǇǊƻǾƛŘŜǎ ǘƘŜ ƛƴǘŜƭƭŜŎǘǳŀƭ ǎǘƛƳǳƭŀǘƛƻƴ ƻŦ ŀ 

ƎǊŀŘǳŀǘŜ ǎŜƳƛƴŀǊέόǇǇΦсф-70). The authors met with a group of teachers, once a week, after 

school hours, over a period of a year and found that teŀŎƘŜǊǎΩ ŜƴƎŀƎŜƳŜƴǘ ǿƛǘƘ ŜŀŎƘ ƻǘƘŜǊ 

and with an outside expert must have a number of important features.  These features 

ǊŜǉǳƛǊŜ ǘƘŀǘ ƛǘ ƳǳǎǘΥ ōŜ ǎǳǎǘŀƛƴŜŘ ƻǾŜǊ ŀ ǇŜǊƛƻŘ ƻŦ ǘƛƳŜΤ ōŜ ōŀǎŜŘ ƻƴ ǘŜŀŎƘŜǊǎΩ ŎƭŀǎǎǊƻƻƳ 

situations; be goal-oriented and focused towards learning new knowledge and skills and be 

intellectually stimulating, where teachers develop a conceptual understanding of 

pedagogical processes. They found that teachers must study the intellectual substance of 

what they are teaching and that recording lessons for review and analysis is critical, albeit 

uncomfortable, at times.  

WƻƘƴǎƻƴ Ŝǘ ŀƭ όнлллύ ŘŜŎƭŀǊŜ ǘƘŀǘ ŎƻƭƭŀōƻǊŀǘƛƻƴ ǊŜŦƭŜŎǘǎ άƭƛŦŜ-supporting and growth-

ǇǊƻŘǳŎƛƴƎ ǾŀƭǳŜǎέ όǇΦотύ ŀƴŘ ŜƳǇƻǿŜǊǎ ǇŜƻǇƭŜ ǘƻ ŎƘŀƴƎŜ ǘƘŜƛǊ ŜƴǾƛǊƻƴƳŜƴǘǎΦ  ¢ƘŜȅ Ǉƻƛƴǘ 

out that people working together can achieve more than people working alone.  They 

acknowledge, however, that some are ill-prepared for the potential discomfort inherent in 

working relationships in collaborative groups and the result may be that some teachers 

leave the group and return to the relative comfort of working alone in their classrooms.  

They claim that action research on collaboration points to its benefits and they caution that 

avoiding collaborative engagement can be to the detriment of teachers learning to grow 

together as a community.   They foresee that as more school-university collaborations 

develop and become well-known, they may be more highly valued and appreciated (p.38).  

The foregoing extracts from the literature on features of good CPD identify what might be 

deemed desirable such as communication, collaboration and changing attitudes and beliefs.  

These contribute towards transformative learning.  The following extracts in this section 

give some examples of how the environment may be created and the means may be 

developed whereby this transformation may occur. 

While collaboration in professional learning communities is promoted as a means of 

engaging in professional learning, Dooner et al. (2008) found that little is known about 

setting up and sustaining such groups and for that reason they analysed a small group of 
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teachers working together over a two-year period.  Lƴ ǘǊŀŎƛƴƎ ǘƘŜ ƎǊƻǳǇΩǎ ŘŜǾŜƭƻǇƳŜƴǘΣ 

ǘƘŜȅ ǳǎŜŘ ²ŜƛŎƪΩǎ όмфтфύ ŦƻǳǊ ǎǘŀƎŜǎ ƻŦ ŎƻƭƭŀōƻǊŀǘƛǾŜ ƎǊƻǳǇǎΣ ƛΦŜΦΣ diverse ends where 

members identify what motivated them to join the group, common means by which 

ƳŜƳōŜǊǎ ǳƴŘŜǊǎǘŀƴŘ Ƙƻǿ ǘƻ ǎǳǇǇƻǊǘ ŜŀŎƘ ƻǘƘŜǊΩǎ ƭŜŀǊƴƛƴƎΣ common ends to which the 

members were committed in face of the potential for separate purposes and diverse means 

when the grouǇ ōǊƻƪŜ ƛƴǘƻ ǎƳŀƭƭŜǊ ƎǊƻǳǇǎ ƛƴ ǿƘƛŎƘ ǘƘŜȅ ŦŜƭǘ ƳƻǊŜ ŎƻƳŦƻǊǘŀōƭŜΦ  5ƻƻƴŜǊΩǎ 

research will be drawn on at a later stage in this study in the context of making suggestions 

on the development of collaborative learning groups.  

Duncombe and Armour (2004), in relating their experience of researching CPD for Physical 

Education (PE-CPD) in two primary schools, highlight key aspects of CPD or CPL (Learning).  

These are tradition, structure, management and personal factors. The traditional approach 

to CPD has been off-site courses which centre on giving teachers new facts and skills but 

ǘƘŜȅ ŀǎǎŜǊǘ ǘƘŀǘ άōȅ ŦƻŎǳǎƛƴƎ ƻƴ Ƙƻǿ ǘŜŀŎƘŜǊǎ ƭŜŀǊƴ ŀǎ ǿŜƭƭ ŀǎ ǿƘŀǘ ƛǘ ƛǎ ǘƘŜȅ ƴŜŜŘ ǘƻ ƭŜŀǊƴΣ 

ƳƻǊŜ ŜŦŦŜŎǘƛǾŜ ƭŜŀǊƴƛƴƎ ƳƛƎƘǘ ƻŎŎǳǊέ όǇΦмрсύΦ  ²ƛǘƘ ǊŜƎŀǊŘ ǘƻ ǎǘǊǳŎǘǳǊŜΣ ǘŜŀŎƘŜǊǎ ŎƛǘŜŘ ƭŀck 

ƻŦ ǘƛƳŜ ŀƴŘ ƻǇǇƻǊǘǳƴƛǘȅ ŀǎ ōŀǊǊƛŜǊǎ ǘƻ ǘŜŀŎƘŜǊǎΩ ƭŜŀǊƴƛƴƎ ƛƴ ǎŎƘƻƻƭΦ  ¢Ƙƛǎ ƭŜŀŘǎ ǘƘŜ ŀǳǘƘƻǊǎ 

to argue that:  

The whole point of CPL is that teachers learn from one another by observing 
each other, discussing problems and reflecting on practice together. It 
involves the sharing of ideas and resources and is only possible if there is 
ǘƛƳŜ ƛƴ ǘƘŜ ǎŎƘƻƻƭ Řŀȅ ŦƻǊ ǘŜŀŎƘŜǊǎ ǘƻ ŜƴƎŀƎŜ ƛƴ ǎǳŎƘ ŀŎǘƛǾƛǘƛŜǎέ όǇΦмруύΦ   
 

In relation to management, one head teacher was receptive to proposed CPD while the 

other was lesǎ ŀŎŎƻƳƳƻŘŀǘƛƴƎΦ  5ǳƴŎƻƳōŜ ŀƴŘ !ǊƳƻǳǊ όнллпύΣ ǎǳƎƎŜǎǘ ǘƘŀǘ άŦƻǊ /t[ ǘƻ ōŜ 

effective and accepted, its merits as a form of CPD need to be acknowledged and 

ŜƴŎƻǳǊŀƎŜŘ ōȅ ƘŜŀŘ ǘŜŀŎƘŜǊǎ ŀƴŘ ƻǘƘŜǊ ƳŀƴŀƎŜƳŜƴǘ ǎǘǊǳŎǘǳǊŜǎ ǿƛǘƘƛƴ ǘƘŜ ǎŎƘƻƻƭέ όǇΦмрфύΦ 

Personal factors can include teachers themselves being opposed to collaborative practices, 

staff members being unapproachable and teachers deeming it unprofessional to offer 

advice without being asked.  Here, the point being highlighted is that teachers need to trust 

one another before they will engage in school-based CPD.  Duncombe and Armour (2004), 

argue that professional learning needs to be seen as part of teaching and not an add-on and 

more CPD/CPL activities need to be incorporated into school life.  They believe that positive 

school-based CPD experiences will help to convince teachers that it is worthwhile. 

¢ƘŜ ƴŀǘǳǊŜ ŀƴŘ ŜȄǘŜƴǘ ƻŦ ǘŜŀŎƘŜǊǎΩ ƛƴŦƻǊƳŀƭ ƭŜŀǊƴƛƴƎ ƛƴ ǎŎƘƻƻƭ ƛǎ ŦǊŜǉǳŜƴǘƭȅ ŘŜǘŜǊƳƛƴŜŘ ōȅ 

ǘƘŜ ŎǳƭǘǳǊŜ ƻŦ ǘƘŜ ǎŎƘƻƻƭΦ  Lƴ ǎǘǳŘȅƛƴƎ ǘŜŀŎƘŜǊǎΩ ƛƴŦƻǊƳŀƭ ƭŜŀǊƴƛƴƎ in three schools - a 

relatively new school in the US Midwest and two in Lithuania, one of these being a Russian 
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school - JurasiteςHarbison and Rex (2010) based their analysis on written and verbal 

accounts using a framework that included the school mission, traditions, building layout, 

organisational arrangements and professional relationships. These will be further 

explicated in making suggestions for the future of CPD in Ireland.   

Guskey (2000) states that an important aspect of CPD is being clear about its goals.  Goals 

ensure that the purpose and the intention of the process are understood and they guide 

the content, methodology and evaluation of the endeavour.  Guskey is particularly 

interested in evaluating the consequences or effects of CPD and he finds that having clear 

goals makes it easier to decide what information needs to be collected to ascertain 

outcomes. He also recommends that CPD be seen as ongoing, with learning opportunities 

being present in all the activities with which teachers engage, e.g., teaching a lesson, 

conducting an assessment, reading professional material, having a professional 

conversation with a  colleague.  He considers that professional development should be a 

systemic process, envisaging change over an extended period of time that takes into 

account all levels of the organisation and accommodates individual and organisational 

development.  He further advocates that parents be involved in professional development 

activities, as appropriate, together with the occasional involvement of other adults in the 

school community who interact with students.  He recognises that promoting these aspects 

of CPD is a radical departure from the traditional experiences of CPD but believes that such 

a systemic approach is necessary if we are to address the complexity of improvement in the 

education system.   

3.3.4 The envisaged outcomes of transformative professional development    
 

McKenzie (2007) and others have highlighted that the quality of education is dependent on 

the quality of teaching, which is in turn dependent on teachers who are consistently 

engaged in professional development. Professional development contributes to the health 

ƻŦ ǎŎƘƻƻƭǎΩ ŜŎƻƭƻƎȅ ǿƘƛŎƘ ƛǎ ŘŜǎŎǊƛōŜŘ ōȅ 9ƛǎƴŜǊ όнлллύ ŀǎ ƛƴŎƭǳŘƛƴƎ ǘƘŜ ǎŎƘƻƻƭΩǎ ŀƛƳǎΣ 

structure, curriculum, teaching and evaluation.  He argues that:   

If intentions are shallow, programmes and practices are likely to be shallow 
also.  If school structure inhibits teachers from learning from each other, the 
quality of teaching is likely to be unremarkable. If pedagogy is unremarkable, 
interest by students in what they study is likely to be meagre and if 
evaluation practices belie deeper aspirations, both teachers and students will 
attend to evaluation practices and neglect those aspirations.  Developing 
effective schools requires attention to the configuration among these 
dimensions.  It requires an orchestration of these aspects of schooling 
(p.355). 
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Quality CPD, involving whole-staff collaboration on aims, structure, curriculum, teaching 

and evaluation, caƴ ŜƴǎǳǊŜ ǘƘŀǘ ǘƘŜƛǊ άƻǊŎƘŜǎǘǊŀǘƛƻƴέΣ ŀŘǾƻŎŀǘŜŘ ōȅ 9ƛǎƴŜǊΣ ǘŀƪŜǎ ǇƭŀŎŜΦ 

¢ƘŜ ǊŜƭŜŀǎŜ ƻŦ ǘŜŀŎƘŜǊǎΩ ŀƴŘ ǎǘǳŘŜƴǘǎΩ ŎǊŜŀǘƛǾƛǘȅ ǿŀǎ ŘƻŎǳƳŜƴǘŜŘ ōȅ 5ŀǾƛŜǎ όнлмоύΣ ǿƛǘƘ 

regard to a collaborative project involving teachers and students with language and 

communication ŘƛŦŦƛŎǳƭǘƛŜǎ ƛƴ ŀƴ 9ƴƎƭƛǎƘ ǎǇŜŎƛŀƭ ǎŎƘƻƻƭΦ ¢ŜŀŎƘŜǊǎ ŀǇǇǊŜŎƛŀǘŜŘ ŜŀŎƘ ƻǘƘŜǊΩǎ 

ǎǘǊŜƴƎǘƘǎ ŀƴŘ ŜȄǇŜǊǘƛǎŜΣ ǘƘŜȅ ŦŜƭǘ ŎƻƳŦƻǊǘŀōƭŜ ƛƴ ǉǳŜǎǘƛƻƴƛƴƎ ŜŀŎƘ ƻǘƘŜǊΩǎ ƛŘŜŀǎ ƛƴ ŀƴ ƻǇŜƴ 

manner, they developed a shared sense of responsibility for the success of the project, 

there was a sense of learning together and being part of a group ensured that the 

momentum was maintained.  The learners, some with severe learning difficulties, grew into 

interacting more meaningfully with each other, with teachers and with other partners, at a 

ǎƻŎƛŀƭ ŀƴŘ ŎǳƭǘǳǊŀƭ ƭŜǾŜƭΦ ¢ƘŜ ǘŜŀŎƘŜǊǎ ǿŜǊŜ ǎǳǊǇǊƛǎŜŘ ōȅ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ŜƴƎŀƎŜƳŜƴǘΣ ōȅ ǘƘŜ 

rapid development of their confidence and by their ability to take the lead.  All of this 

ŎƻƴǘǊƛōǳǘŜŘ ǘƻ ǘŜŀŎƘŜǊǎΩ ŘŜŜǇŜǊ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŜ ǊŜƭŀǘƛƻƴǎƘƛǇ between teacher 

ǇǊƻŦŜǎǎƛƻƴŀƭƛǎƳ ŀƴŘ ǘƘŜƛǊ ǎŜƴǎŜ ƻŦ ƛŘŜƴǘƛǘȅ ŀǎ ǘŜŀŎƘŜǊǎ άŀǎ ǘƘŜȅ ŦƻŎǳǎŜŘ ŜǾŜǊ ƳƻǊŜ ŎƭƻǎŜƭȅ 

on personalised approaches to learning and empowering learners through sharing the 

ǊŜǎǇƻƴǎƛōƛƭƛǘȅ ŦƻǊ ƭŜŀǊƴƛƴƎ ǿƛǘƘ ǘƘŜƳέ όǇΦррύΦ  ¢ƘŜ ǇǊƻƧŜŎǘ ƎŀǾŜ ǘeachers the opportunity to 

ǿƻǊƪ ǘƘǊƻǳƎƘ άŀ ǇŜǊƛƻŘ ǿƘŜǊŜ ǘƻƎŜǘƘŜǊ ǘƘŜȅ ƘŀǾŜ ōŜŜƴ ŘŜǾŜƭƻǇƛƴƎ ŀ ǘƘŜƻǊȅ ƻŦ ƭŜŀǊƴƛƴƎ 

ŎƻƴǎǘǊǳŎǘŜŘ ŀǊƻǳƴŘ ǘƘŜƛǊ ŜȄǇŜǊƛŜƴŎŜǎ ŀƴŘ ǊŜŦƭŜŎǘƛƻƴǎέ όǇΦсуύ ŀƴŘ ŀƭƭƻǿŜŘ ǘƘŜƳ άǘƻ ōŜŎƻƳŜ 

transformative agents as they exercise the necessary risks with learners without fear of 

ŦŀƛƭǳǊŜ ŀƴŘ ŀƭƭƻǿǎ ŀƴȅ ŦŀƛƭǳǊŜ ǘƻ ōŜ ƘŀǊƴŜǎǎŜŘ ŦƻǊ ǘƘŜ ǇǳǊǇƻǎŜǎ ƻŦ ƭŜŀǊƴƛƴƎέ όǇΦсуύΦ ¢ƘŜ 

teachers also learned that they could work creatively around legal requirements and 

ǇǊŜǎŎǊƛǇǘƛǾŜ ŎǳǊǊƛŎǳƭŀ ŀƴŘ ǘƘŀǘ άǊŜŎƛǇǊƻŎƛǘȅ ōŜǘǿeen teachers and learners had become the 

Ƴƻǎǘ ǇƻǿŜǊŦǳƭ Ŏŀǘŀƭȅǎǘ ŦƻǊ ƭŜŀǊƴƛƴƎέ όǇΦсуύΦ  

bƛŜǘƻ όнллоύ Ǉƻƛƴǘǎ ƻǳǘ ǘƘŀǘ άǘŜŀŎƘƛƴƎ Ŏŀƴ ōŜ ǘƘŜ ƭƻƴŜƭƛŜǎǘ ƻŦ ǇǊƻŦŜǎǎƛƻƴǎέ όǇΦттύ ŀƴŘ ŦƛƴŘǎ 

that this is largely attributable to the busyness of daily life in school where teachers do not 

have time to converse with colleagues.  Consequently, it is usually at home at the end of 

the day, tired and away from their colleagues, that teachers reflect and ponder on the 

events of their teaching day.  Having worked with Boston public school  teachers on what 

sustains them in their professional role, Nieto proposes that teachers need to meet and 

ƘŀǾŜ άŎƻƴǾŜǊǎŀǘƛƻƴǎ ŀōƻǳǘ ǘŜŀŎƘƛƴƎΣ ŀōƻǳǘ ǘƘŜ ǇǊƻōƭŜƳǎ ǘŜŀŎƘŜǊǎ ŦŀŎŜ ǿƘŜƴ ǘƘŜȅ ŜƴǘŜǊ 

ǘƘŜƛǊ ŎƭŀǎǎǊƻƻƳǎ ŀƴŘ ǘƘŜ ǊŜǎƻƭǳǘƛƻƴǎ ǘƻ ǘƘŜƳΧώǘƘƛǎϐ ŎǊŜŀǘŜǎ ŎƻƳƳǳƴƛǘȅ ŀƳƻƴƎ ǘŜŀŎƘŜǊǎέ 

(p.78).  While recognising the value of collaborative processes as CPD endeavours, Nieto 

ŀƭǎƻ ŀŎƪƴƻǿƭŜŘƎŜǎ ǘƘŀǘ ǘƘŜ ǇǊƻŎŜǎǎ ƛǎ ƴƻǘ ǿƛǘƘƻǳǘ ƛǘǎ ŘǊŀǿōŀŎƪǎΦ ¢ŜŀŎƘŜǊǎΩ ŎƻƴǾŜǊǎŀǘƛƻƴǎ 
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on their practice are not always comfortable as some find it difficult to admit that they are 

struggling with certain problems.   A high level of trust needs to be built up in the group 

before honest and meaningful dialogue can take place (pΦтуύΦ  bƛŜǘƻ ŎƻƴŎƭǳŘŜǎ ǘƘŀǘ άLƴ 

spite of the complications involved in talking about, writing on and puzzling over persistent 

ŘƛƭŜƳƳŀǎΣ ƘƻǿŜǾŜǊΣ ǘƘŜ ǇǊƻŎŜǎǎ Ŏŀƴ ōŜ ǳǇƭƛŦǘƛƴƎ ŀƴŘ ǘǊŀƴǎŦƻǊƳŀǘƛǾŜέ όǇΦтфύΦ    

Professional portfolios are usually associated with the teacher as an individual but they can 

also be undertaken as a whole-school collaborative staff process.  An account of the 

experiences of six schools in the U.S. that engaged in a portfolio project is given by Craig 

όнллоύ ŀƴŘ ƛƭƭǳǎǘǊŀǘŜǎΣ ŦǊƻƳ ǘŜŀŎƘŜǊǎΩ ƻǿƴ ŀŎŎƻǳƴǘǎΣ ǿƘŀǘ ǘƘŜȅ ƭŜŀǊƴŜŘ ŘǳǊƛƴƎ ǘƘŜ ǇǊƻŎŜǎǎΦ 

In one case, it became clear to the teachers  

that the school portfolio needed to be re-framed with productive inquiry 
questions which would confront critical issues facing the school as an 
organisation and themselves as educators working in face-to-face 
relŀǘƛƻƴǎƘƛǇǎ ǿƛǘƘ ǳƴŘŜǊǎŜǊǾŜŘ ŎƘƛƭŘǊŜƴΧόŀƴŘύΧǘƘƛǎ ǊŜ-focusing of purpose 
allowed the teachers to more ably differentiate cosmetic portfolio 
construction from inquiry deeply rooted in their educational practices as 
teachers (p.821).  
 

Another group of participants in the same project decided to conduct a survey on teaching 

and learning in their school which involved teachers and students in vigorous discussions.  

As a result, the teachers constructed a Venn diagram which illustrated powerful learning 

and positive engagement. This diagram, based on many hours of debate, formed the basis 

ƻŦ ŦǳǊǘƘŜǊ ŘƛǎŎǳǎǎƛƻƴ ŀƴŘ ŜƴŎƻǳǊŀƎŜŘ ǘƘŜ ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ άƛƴǉǳƛǊȅ ŀǎ ŀ Ƙŀōƛǘ ŀƴŘ 

ŎƻƭƭŀōƻǊŀǘƛƻƴ ŀǎ ŀ ǿŀȅ ƻŦ ƪƴƻǿƛƴƎέ όǇΦуннύΦ ¸Ŝǘ ŀƴƻǘƘŜǊ ǎŎƘƻƻƭ ŘŜŎƛŘŜŘ ǘƻ ŎƻƴǘǊƛōǳǘŜ 

individual toǇƛŎǎ ƻŦ ƛƴǘŜǊŜǎǘΣ ƛƴŎƭǳŘƛƴƎ ǘŜŀŎƘŜǊǎΩ ǇŜǊǎƻƴŀƭ ǇǊƻŦŜǎǎƛƻƴŀƭ ƴŀǊǊŀǘƛǾŜǎΣ ǘƻ ǘƘŜ 

ǎŎƘƻƻƭ ǇƻǊǘŦƻƭƛƻΣ ŜΦƎΦΣ ƻƴŜ ǘŜŀŎƘŜǊ άŎƘǊƻƴƛŎƭŜŘ Ƙƛǎ ǇŜǊǎƻƴŀƭ ƧƻǳǊƴŜȅ ŦǊƻƳ ǘƘŀǘ ƻŦ ŀƴ 

unenthusiastic participant to passionate supporter/leader in a well-known writing 

ǇǊƻƧŜŎǘΧόŀƴŘύ ƳŀǇǇŜŘ Ƙƛǎ ǎǘǳŘŜƴǘǎΩ ǇǊƻƎǊŜǎǎ ƛƴ ǘƘŜƛǊ ƧƻǳǊƴŀƭ ǿǊƛǘƛƴƎΦΦέ όǇΦунпύΦ CǳǊǘƘŜǊ 

ƭŜŀǊƴƛƴƎκŘƛǎŎƻǾŜǊȅ ǿŀǎ άǘƘŜ ƴƻǘƛƻƴ ƻŦ ǊŜǎƛƭƛŜƴŎŜ ŀǎ ŀ ǇŜǊǎƻƴŀƭƭȅ ŎƻƴǎǘǊǳŎǘŜŘΣ ǎƻŎƛŀƭƭȅ ŦǳƴŘŜŘ 

ǇƘŜƴƻƳŜƴƻƴέΣ άŎƻƴƴŜŎǘƛƻƴǎ ōŜǘǿŜŜƴ ǘŜŀŎƘŜǊ ǊŜǎƛƭƛŜƴŎŜ ŀƴŘ ǎǘǳŘŜƴǘ ǊŜǎƛƭƛŜƴŎŜέΣ άǘƘŜ 

ƭŀȅŜǊŜŘ ƴŀǘǳǊŜ ƻŦ ƪƴƻǿƭŜŘƎŜ ŘŜǾŜƭƻǇƳŜƴǘέ ŀƴŘ Ƙƻǿ άǇŜǊǎƻƴŀƭ ǇǳǊǎǳƛǘǎ ƛƴŦƻǊƳŜŘ ŀ ƭŀǊƎŜǊ 

ǿƘƻƭŜέ όǇΦунрύΦ  

Professional Development Schools (PDS), commonplace in the USA but not in Ireland, are 

worthy of inclusion in the literature review, in considering the outcomes of CPD activities 

and experiences they engender. These are ordinary schools with an extra dimension 

formally incorporated into their structures and procedures. They were also known as 
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clinical schools, partner schools, and professional practice schools. Basically, their purpose 

is to facilitate partnerships between schools and universities/colleges, including greater 

involvement of teachers in the preparation of student teachers and greater interaction 

ōŜǘǿŜŜƴ ǎŎƘƻƻƭ ŀƴŘ ǳƴƛǾŜǊǎƛǘȅ ǇŜǊǎƻƴƴŜƭΣ ƛƴŎƭǳŘƛƴƎ ǘƘŜ ŦŀŎƛƭƛǘŀǘƛƻƴ ƻŦ ǘŜŀŎƘŜǊǎΩ ŎƻƴǘƛƴǳƛƴƎ 

professional development.   

According to Darling-Hammond et al. (1995):  

PDSs create settings in which novices enter professional practice by working 
with expert practitioners while veteran teachers renew their own 
professional development as they assume roles as mentors, university 
adjuncts, and teacher leaders.  Professional development schools also 
provide serious venues for developing teaching knowledge by enabling 
practice-based and practice-sensitive research to be carried out 
collaboratively by teachers, teacher educators, and researchers.  PDSs enable 
teachers to become sources of knowledge for one another and to learn the 
ƛƳǇƻǊǘŀƴǘ ǊƻƭŜǎ ƻŦ άŎƻƭƭŜŀƎǳŜέ ŀƴŘ άƭŜŀǊƴŜǊέ όǇΦоύΦ 
 

In reporting on a PDS relationship between Teachers College (TC), Columbia University and 

the Beacon School in New York, Crocco et al (2003) outline a joint intern action research 

ǇǊƻƧŜŎǘΣ ŀŎǘƛƻƴ ǊŜǎŜŀǊŎƘ ōŜƛƴƎ ǎŜŜƴ ŀǎ άŎǊƛǘƛŎŀƭ ǘƻ ǇǊƻǾƛŘƛƴƎ ōƻǘƘ ǘƘŜ ƛƴǘŜǊƴǎ ŀƴŘ ŦŀŎǳƭǘȅ ŀǘ 

Beacon a means of sustainable, well-integrated professional development to help the 

ǎŎƘƻƻƭ ŘŜŀƭ ǿƛǘƘ ƛǘǎ ƻǿƴ ǇǊŜǎǎƛƴƎ ŜŘǳŎŀǘƛƻƴŀƭ ƛǎǎǳŜǎέ όǇΦнлύΦ  ¢ƘŜ ǊŜǎǳƭǘǎ ƘƛƎƘƭƛƎƘǘ ǘƘŜ 

opportunity provided by a PDS for educators to examine their practice through a systematic 

process of reflection, observation and collaboration.  

Having reviewed the literature on school/university collaboration, Dickens (2000) 

ŎƻƴŎƭǳŘŜŘ ǘƘŀǘ ά/ƻƭƭŀōƻǊŀǘƛƻƴΣ ǿƘƛŎƘ ƛǎ ŎƻƴǎǘƛǘǳǘƛǾŜ ƻŦ ƻǳǊ Ƴƻǎǘ ƭƛŦŜ-supporting and 

growth-producing values, offers those of us who care about children and schooling a 

potentially powerfǳƭ ǘƻƻƭ ŦƻǊ ǘǊŀƴǎŦƻǊƳƛƴƎ ƻǳǊ ŜƴǾƛǊƻƴƳŜƴǘέ όǇΦотύΦ   

9ȄŀƳƛƴƛƴƎ ǘƘŜ ŜŦŦŜŎǘǎ ƻŦ ǇǊƻŦŜǎǎƛƻƴŀƭ ŘŜǾŜƭƻǇƳŜƴǘ ƻƴ ǘŜŀŎƘŜǊǎΩ ƛƴǎǘǊǳŎǘƛƻƴΣ 5ŜǎƛƳƻƴŜ Ŝǘ ŀƭ 

(2002) undertook a 3-year longitudinal study using a sample of 207 teachers, in 30 schools, 

in 10 districts, in 5 states in the U.S.  They based their research on what they described as 

structural aspects of CPD (form, duration and collective participation), and core aspects 

(active learning, coherence and content), albeit acknowledging that these are not the only 

imǇƻǊǘŀƴǘ ŦŜŀǘǳǊŜǎ ƻŦ /t5Φ   ¢ƘŜȅ ŦƻǳƴŘ ǘƘŀǘ άǇǊƻŦŜǎǎƛƻƴŀƭ ŘŜǾŜƭƻǇƳŜƴǘ ŦƻŎǳǎŜŘ ƻƴ ǎǇŜŎƛŦƛŎ 

ǘŜŀŎƘƛƴƎ ǇǊŀŎǘƛŎŜǎ ƛƴŎǊŜŀǎŜŘ ǘŜŀŎƘŜǊǎΩ ǳǎŜ ƻŦ ǘƘƻǎŜ ǇǊŀŎǘƛŎŜǎ ƛƴ ǘƘŜ ŎƭŀǎǎǊƻƻƳέ όǇΦмлнύ ŀƴŘ 

Ǉƻƛƴǘ ƻǳǘ ǘƘŀǘ άŎƘŀƴƎŜ ƛƴ ǘŜŀŎƘƛƴƎ ǿƻǳƭŘ ƻŎŎǳǊ ƛŦ ǘŜŀŎƘŜǊǎ ŜȄǇŜǊƛŜƴŎŜŘ Ŏƻƴǎistent, high 

ǉǳŀƭƛǘȅ ǇǊƻŦŜǎǎƛƻƴŀƭ ŘŜǾŜƭƻǇƳŜƴǘέ όǇΦмлрύΦ  ¢ƘŜȅ ŀƭǎƻ ƘƛƎƘƭƛƎƘǘ ǘƘŜ ŘƛƭŜƳƳŀ ƻŦ ǿƘŜǘƘŜǊ 
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investment in CPD should provide in-depth, sustained support for a small number of 

teachers or short-term, limited support for a large number of teachers. According to 

Desimone et al (2005), the issue of the deployment of resources is largely one of funding 

(p.105) and funding will be of interest when commenting on provision for CPD at a later 

stage in this study.  

In discussing the National Writing Project (NWP) in the U.S., Lieberman (2000) says that the 

ǇǊƻƧŜŎǘΩǎ ƳŜǘƘƻŘƻƭƻƎƛŜǎ ŀƴŘ ŀŎǘƛǾƛǘƛŜǎ ƘŀǾŜ ǘƘŜ ŜŦŦŜŎǘ ƻŦ ŘŜǾŜƭƻǇƛƴƎ ƴŜǿ ŀǿŀǊŜƴŜǎǎ ŦƻǊ 

group members of being both a teacher and a learner in the group. They feel valued as 

members and as colleagues in the NWP community and they value being able to share 

άǘƘŜƛǊ ǇŀǎǎƛƻƴŀǘŜ ŎƻƴŎŜǊƴ ŦƻǊ ǘƘŜ ǎǳŎŎŜǎǎ ƻŦ ǘƘŜƛǊ ǎǘǳŘŜƴǘǎέΦ [ƛŜōŜǊƳŀƴ ǎǳƳǎ ƛǘ ǳǇ ǎŀȅƛƴƎ 

ά¢ƘŜ b²t ƛǎ ŀ ǇǊƛƳŜ ŜȄŀƳǇƭŜ ƻŦ Ƙƻǿ ƴŜǘǿƻǊƪǎ Ŏŀƴ ōǳƛƭŘ ŀƴŘ ǎǳǎǘŀƛƴ ǘƘŜ ŎƻƴŎŜǇǘ ƻŦ 

community, be responsive to varied contexts, and provide a powerful nexus for teacher 

ƭŜŀǊƴƛƴƎέ όǇΦннпύΦ Lƴ ǎǘǳŘȅƛƴƎ ǘƘŜ b²tΣ [ƛŜōŜǊƳŀƴ ŀƴŘ ŦŜƭƭƻǿ ǊŜǎŜŀǊŎƘŜǊǎ ƻōǎŜǊǾŜŘ 

participant teachers in their classrooms and found that they were using many of the 

strategies they had learned in the networƪ ŀƴŘ ƛǘ ƘŀŘ άǊŜƴŜǿŜŘ ǘƘŜƛǊ ŜȄŎƛǘŜƳŜƴǘ ŀōƻǳǘ 

teaching, contributing significantly to their connection to their students and to their 

ŜŦŦŜŎǘƛǾŜƴŜǎǎ ŀǎ ŎƭŀǎǎǊƻƻƳ ǘŜŀŎƘŜǊǎέ όǇΦннпύΦ ¢ƘŜȅ ƘŀŘ ŀƭǎƻ ōŜŎƻƳŜ ƭŜŀŘŜǊǎ ƛƴ ǘƘŜƛǊ ǎŎƘƻƻƭǎ 

and communities and were engaging other teachers in improving their practice.  

In summary, the foregoing extracts from the literature illustrate to a greater or lesser 

extent that adult learning has a transformative dimension which Mezirow (1991) expressed 

as: 

the process of using a prior interpretation to construe a new or a revised 
ƛƴǘŜǊǇǊŜǘŀǘƛƻƴ ƻŦ ǘƘŜ ƳŜŀƴƛƴƎ ƻŦ ƻƴŜΩǎ ŜȄǇŜǊƛŜƴŎŜ ƛƴ ƻǊŘŜǊ ǘƻ ƎǳƛŘŜ ŦǳǘǳǊŜ 
ŀŎǘƛƻƴΧƳŀƪƛƴƎ ŀ ŘŜŎƛǎƛƻƴΣ ƳŀƪƛƴƎ ŀƴ ŀǎǎƻŎƛŀǘƛƻƴΣ ǊŜǾƛǎƛƴƎ ŀ Ǉƻƛƴǘ ƻŦ ǾƛŜǿΣ 
reframing or solving a problem, modifying an attitude, or producing a change in 
behaviour  (p.12).   

 

This is particularly relevant to teachers as they engage in CPD activities to which they bring 

an array of prior knowledge, skills and attitudes upon which they can reflect individually 

and collectively, leading to deeper and more meaningful development in their teaching.  It 

is worth noting also that a distinction is made by Drago-Severson (2004) between 

άǘǊŀƴǎŦƻǊƳŀǘƛƻƴŀƭ ƭŜŀǊƴƛƴƎ ς learning that helps adults to develop capacities to better 

manage the complexities of work and life ς and informational learning - increases in 

ƪƴƻǿƭŜŘƎŜ ŀƴŘ ǎƪƛƭƭǎ ǘƘŀǘ ŀǊŜ ŀƭǎƻ ƛƳǇƻǊǘŀƴǘ ŀƴŘ Ŏŀƴ ǎǳǇǇƻǊǘ ŎƘŀƴƎŜǎ ƛƴ ŀŘǳƭǘǎΩ ŀǘǘƛǘǳŘŜǎ 

ŀƴŘ Ǉƻǎǎƛōƭȅ ǘƘŜƛǊ ŎƻƳǇŜǘŜƴŎƛŜǎέ όǇΦноύΦ   
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Conclusion  

The selections from the research literature discussed in this chapter are intended to 

provide insights which assist in addressing the research question, ά²Ƙŀǘ ǿƻǳƭŘ ōŜ 

necessary for the creation of a national framework for continuing professional 

development (CPD) for teachers in Ireland which would ensure their transformative 

developmentΚέ The review of transformative principles of adult learning also provides a 

context for  the data  analysis to be undertaken in the  main body of the research.  

In summary, an overview of the literature shows that the importance of continuing 

professional development can be analysed at individual, school and system level.  Learning 

for individual teachers can be both personally and professionally enriching, with the 

acquisition of new knowledge and additional skills bringing renewed enthusiasm and fresh 

approaches to their work with young people.  Teachers have greater confidence in their 

work with students and adults resulting in a positive transformation in their relationships 

and in their practice.  When there is a whole-school approach, i.e., when the school is a 

learning organisation, the school community enjoys the multiplier effect of the individual 

benefits of personal and professional learning and development where staff work in a spirit 

of co-operation and collaboration.  A positive school ethos is palpable when whole-school 

policies and practices which are learner-centred and respectful of all stakeholders are 

developed and embodied in the life of the school. At system level, the benefits of whole-

school and individual teacher learning and development should be evident in effectiveness 

though this is not always measurable.   
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Chapter Four 

Harvesting the Data: Methodology Used 

Introduction 

This chapter will describe the methodology used in the study.   Three methods of research 

are employed, i.e., a questionnaire survey of teachers, interviews with individual 

stakeholders in the education system and focus group Interviews with teachers. It is 

important to note that the author, as is permissible in social science research, is not seeking 

generalisability in a strictly scientific sense for the findings, nor for universalisability in any 

absolute or a priori sense but for a rational approach within clearly defined terms.  That is, 

the claims to knowledge being made here are advanced as warrantable claims to 

professional knowledge in the field of educational practice.  in other words,  the 

epistemological basis for their warrant includes an ethical, or professionally committed 

dimension from the start. This would also be true, though in different ways, of other 

practices like nursing, social work, medicine. Where education is concerned, authors like 

Mezirow and Brookfield, as we have seen in the previous chapter, have explored in some 

detail the import of such an epistemological-ethical orientation for practices of adult 

learning.   From a methodological perspective however it is important to stress here that 

the knowledge claims made for a  transformative learning proceed from a stance which is 

intentionally non-ǇŀǊǘƛǎŀƴ ōŜǘǿŜŜƴ ŜŘǳŎŀǘƛƻƴŀƭ άiǎƳǎέ; knowledge claims however which 

seek an ever-provisional universalisability, i.e. open to rational criticism, revision and 

improvement. In this thesis, such a standpoint is informed not only by adult learning 

theorists like Mezirow and Brookfield, but also by authors like Palmer (1998), Day (2004), 

Nieto (2003) and others. From the point of view of making advances in professional 

practices of CPD, it also seeks to draw on the work of researchers such as Darling-

Hammond, DuFour, and Guskey.  Finally, my own experiences in a range of professional 

educational roles seeks to make its own contribution in elaborating the professional 

knowledge base for a transformative kind of CPD for teachers.  

Within the context set out above, the research methods were designed to maximise the 

ƎŀǘƘŜǊƛƴƎ ƻŦ ǊŜƭŜǾŀƴǘ ƛƴŦƻǊƳŀǘƛƻƴ ǘƻ ŀŘŘǊŜǎǎ ǘƘŜ ǊŜǎŜŀǊŎƘ ǉǳŜǎǘƛƻƴ ά²Ƙŀǘ ǿƻǳƭŘ ōŜ 

necessary for the formulation of a national framework for CPD for teachers in Ireland which 

ǿƻǳƭŘ ŜƴǎǳǊŜ ǘŜŀŎƘŜǊǎΩ ǘǊŀƴǎŦƻǊƳŀǘƛǾŜ ŘŜǾŜƭƻǇƳŜƴǘ ǘƘǊƻǳƎƘƻǳǘ ǘƘŜƛǊ ŎŀǊŜŜǊǎΚέ  As stated 

in the Introduction to this study, if CPD is to be fruitful in the fullest sense, the 

transformative dimension needs to be acknowledged from the start.  Where this is the 
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main emphasis, other aspects of CPD, such as up-skilling, are seen in a different context, 

i.e., the main emphasis in CPD moves from instrumental concerns such as effectiveness to 

enhancing the quality of the educational experiences provided in schools.     

In light of the foregoing, relevant information would include the thoughts, opinions, 

attitudes and experiences of teachers and key stakeholders, focusing on the teaching 

ǇǊƻŦŜǎǎƛƻƴ ŀƴŘ ƻƴ ǘŜŀŎƘŜǊǎΩ /t5Φ ¢ƘŜ ǎǘǳŘȅ ǎŜŜƪǎ ǘƻ ŀǎŎŜǊǘŀƛƴ ǘƘŜ ƳƻǘƛǾŀǘƛƴƎ ŀƴŘ 

influencing factors which inspire people to enter the teaching profession, as told by 

teachers themselves and as perceived by people outside the profession.  This is important 

because if the motivating factor is the moral purpose of teaching then CPD will be building 

on a strong foundation.  The study further seeks to gather information on initial teacher 

education, this being the first step on the continuum which is a lifelong learning process 

ǘƘǊƻǳƎƘƻǳǘ ǘƘŜ ǘŜŀŎƘƛƴƎ ŎŀǊŜŜǊΦ  ¢ŜŀŎƘŜǊǎΩ ǇǊƻŦŜǎǎƛƻƴŀƭ ƛŘŜƴǘƛǘȅ ƛǎ ǇǊƻōŜŘΣ ƛƴ ǘƘŜ ōŜƭƛŜŦ ǘƘŀǘ 

this is of paramount importance with regard ǘƻ ǘŜŀŎƘŜǊǎΩ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŜ ƴŜŜŘ ǘƻ 

ŜƴƎŀƎŜ ƛƴ /t5Φ  ¢Ƙƛǎ ƭŜŀŘǎ ǘƻ ŀƴ ŜȄǇƭƻǊŀǘƛƻƴ ƻŦ ǘŜŀŎƘŜǊǎΩ ŜƴƎŀƎŜƳŜƴǘ ƛƴ /t5Σ ǘƘŜ ǇǊŜŦŜǊǊŜŘ 

ƳŜǘƘƻŘƻƭƻƎƛŜǎ ŀƴŘ ǘƘŜ ǇŜǊŎŜƛǾŜŘ ōŜƴŜŦƛǘǎ ǘƻ ǘƘŜ ǇǊŀŎǘƛŎŜ ƻŦ ǘŜŀŎƘƛƴƎΦ CƛƴŀƭƭȅΣ ǊŜǎǇƻƴŘŜƴǘǎΩ 

ƛŘŜŀǎ ƻƴ ǘŜŀŎƘŜǊǎΩ /t5 ƛƴǘƻ ǘƘŜ future are queried. 

As stated at the outset in Chapter 1, I have a personal professional interest in the subject of 

ǘŜŀŎƘŜǊǎΩ /t5Φ  L ǿŀǎ ŜƳǇƭƻȅŜŘ ƛƴ ǘƘŜ ŦƛŜƭŘ ƻŦ ŜŘǳŎŀǘƛƻƴ ŦƻǊ ƻǾŜǊ ŦƻǊǘȅ ǘǿƻ ȅŜŀǊǎ - as a class 

teacher for the first 6 years of my career, a school Principal for 21 years, the Deputy 

National Co-ordinator of an In-service programme for 2 years, the National Co-ordinator of 

an in-service programme for 6 years and Chief Executive Officer of the Teaching Council for 

7 years from its foundation in 2004.  Also, the subject of my thesis for an M.A. in Adult 

Education was partnership between the home and the school and this further developed 

my interest in CPD for teachers. 

I have experience of nurturing and mentoring newly qualified teachers at the beginning of 

the CPD continuum and of leading and supporting many teachers at other stages along the 

continuum.  I am aware of the transformative potential of CPD from personal and 

professional experience.   The wide-ranging experiences I was privileged to enjoy as 

practitioner and leader, as policy-ƳŀƪŜǊ ŀƴŘ ƛƳǇƭŜƳŜƴǘŜǊΣ ƛƴ ǘƘŜ ŦƛŜƭŘ ƻŦ ǘŜŀŎƘŜǊǎΩ /t5Σ 

have shaped the approach to this study and influenced the theoretical perspective 

underpinning it.  That perspective is derived from the principles of adult education which 

have been referred to in the previous chapter, arising largely from the work of Mezirow and 

Brookfield. 
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Having been closely involved with the subject matter, I had to be mindful of the potential 

for bias in designing and conducting the research.  Savin-Baden and Howell Major (2013) 

encapsulate the research difficulties for someone in my position. Far from suggesting that 

valid research is not possible in such circumstances, they highlight the necessity for a self-

critical, circumspect approaŎƘΣ ŜǎǇŜŎƛŀƭƭȅ ǿƘŜǊŜ ƻƴŜΩǎ ƻǿƴ ǇǊŜǎǳǇǇƻǎƛǘƛƻƴǎ ƳƛƎƘǘ ōŜ 

concerned:  

¦ƴŘŜǊǎǘŀƴŘƛƴƎ ǊŜǎŜŀǊŎƘŜǊǎΩ ǾƛŜǿǎ ŀƴŘ ǇŜǊǎǇŜŎǘƛǾŜǎ ǊŜŦƭŜŎǘǎ ŘŜŜǇ-seated 
beliefs and values.  Researcher beliefs and values affect the way research is 
designed, planned, undertaken and written up.  As a result, it is important for 
researchers to understand themselves and their stances, so that they come 
to know the ways in which stances influence the research lens adopted.  
Qualitative researchers need to understand themselves since this affects the 
research and its processes ς far more than often is realized.  Yet the self-
reflection needs to be purposeful, otherwise it risks being self-indulgent 
(p.82). 
 

Based on my experience in the field and in discussion with my supervisor and with critical 

ŦǊƛŜƴŘǎΣ L ǊŜŦƭŜŎǘŜŘ ƻƴ Ƴȅ ōŜƭƛŜŦǎ ŀƴŘ ǾŀƭǳŜǎ ǿƛǘƘ ǊŜƎŀǊŘ ǘƻ ǘŜŀŎƘŜǊǎΩ /t5Φ  L ŀƭǎƻ ŎƻƴǎƛŘŜǊŜŘ 

the subject from a 360 degree perspective, acknowledging the multiplicity of stances and 

viewpoints surrounding it.  I aimed to maintain a distance betwŜŜƴ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ǊŜǎǇƻƴǎŜǎ 

and my reactions to them and I remained alert to the continuing necessity for this 

throughout the research.  I developed a critical stance which enabled me to view responses 

ǘƘǊƻǳƎƘ ǘƘŜ ƭŜƴǎ ƻŦ άǿƘȅ ƳƛƎƘǘ ǘƘƛǎ ōŜ ǎƻΚέ ǘƘǳǎ ōǊƻŀŘening and deepening my 

understanding and interpretation of the data. 

4.1 Research Methods Chosen 

The methodology uses three main research instruments, these being: 4.1.1 a Questionnaire 

Survey of Teachers; 4.1.2 Interviews with Individual Stakeholders in the education system 

and 4.1.3 Focus Group Interviews with teachers. These three instruments enable some 

searching explorations of CPD to be carried out with a range of educational professionals in 

Ireland and internationally, as detailed towards the end of this paragraph.   In all cases, 

purposeful, or purposive, sampling was used, concurring with Merriam (1998) that this was 

άōŀǎŜŘ ƻƴ ǘƘŜ ŀǎǎǳƳǇǘƛƻƴ ǘƘŀǘ ǘƘŜ ƛƴǾŜǎǘƛƎŀǘƻǊ ǿŀƴǘǎ ǘƻ ŘƛǎŎƻǾŜǊΣ ǳƴŘŜǊǎǘŀƴŘΣ ŀƴŘ Ǝŀƛƴ 

insight, and therefore must select a sample frƻƳ ǿƘƛŎƘ ǘƘŜ Ƴƻǎǘ Ŏŀƴ ōŜ ƭŜŀǊƴŜŘέ όǇΦсмύΦ  

Merriam further states that the criteria one establishes for purposeful sampling directly 

reflect the purpose of the study.  The purpose of the study was to consider the provision of 

CPD for all teachers and the selection criteria reflected this in the inclusion of teachers of 
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varying sectors, ages, gender and teaching experience.  As the provision of CPD involves all 

stakeholders, the criteria for their inclusion covered representatives from the Department 

of Educŀǘƛƻƴ ŀƴŘ {ƪƛƭƭǎΣ ǘŜŀŎƘŜǊ ŜŘǳŎŀǘƻǊǎΣ ǎŎƘƻƻƭ ƳŀƴŀƎŜƳŜƴǘΣ ǘŜŀŎƘŜǊǎΩ ǇǊƻŦŜǎǎƛƻƴŀƭ 

bodies, teacher unions and CPD providers.  Cohen et al (2007) support this method of 

ǎŜƭŜŎǘƛƻƴ ǿƘŜǊŜ άǘƘŜ ŎƻƴŎŜǊƴ ƛǎ ǘƻ ŀŎǉǳƛǊŜ ƛƴ-depth information from those who are in a 

posiǘƛƻƴ ǘƻ ƎƛǾŜ ƛǘέ όǇΦммрύΦ 

The questionnaire was issued to teachers in four areas of the world, i.e., Ireland, Scotland, 

Canada and Australia, for reasons which are dealt with below.  However, as the main 

research question related to Ireland, the semi-structured interviews were conducted with 

25 key stakeholders in the field of education in this State and with 3 from other 

jurisdictions. Four focus group meetings were held with primary and post-primary teachers 

in Ireland.  The extensive evidence provided by the research is presented as quantitative 

ŀƴŘ ǉǳŀƭƛǘŀǘƛǾŜ ŘŀǘŀΦ  ¢Ƙƛǎ ŀǇǇǊƻŀŎƘ ǊŜŦƭŜŎǘǎ {ƳƛǘƘΩǎ όнллсύΣ ŎƻƳƳŜƴǘ ƻƴ aǳƭǘƛǇƭŜ 

aŜǘƘƻŘƻƭƻƎȅ ƛƴ 9ŘǳŎŀǘƛƻƴŀƭ wŜǎŜŀǊŎƘΣ ǿƘƛŎƘ ŀŎƪƴƻǿƭŜŘƎŜǎ ǘƘŜ ǎǘŀƴŎŜ ǘƘŀǘ άƳƛȄƛƴƎ 

ƳŜǘƘƻŘǎ ƛǎ ƭŀǊƎŜƭȅ ŀ ǇǊŀŎǘƛŎŀƭ ƳŀǘǘŜǊΧǉǳŀƭƛǘŀǘƛǾŜ ŀnd quantitative researches are not 

ŘƛǎǘƛƴŎǘΣ ōǳǘ ǇŀǊǘ ƻŦ ǘƘŜ ǿƘƻƭŜ ǘƘƛƴƪƛƴƎ ǇǊƻŎŜǎǎΧέ όǇΦпслύΦ {ƳƛǘƘ ŦǳǊǘƘŜǊ ŘƛǎǘƛƴƎǳƛǎƘŜǎ 

άǎŜǉǳŜƴǘƛŀƭ ŘŜǎƛƎƴǎ όǿƘŜǊŜ ǘƘŜ ǉǳŀƭƛǘŀǘƛǾŜ ƳŜǘƘƻŘ ŜƛǘƘŜǊ ǇǊŜŎŜŘŜŘ ƻǊ ŦƻƭƭƻǿŜŘ ǘƘŜ 

quantitative method with data from the first informing the conduct of the second) from 

ŎƻƴŎǳǊǊŜƴǘ ŘŜǎƛƎƴǎΧέ όǇΦпснύΦ  ¢Ƙƛǎ ǎǘǳŘȅ Ŧƛǘǎ ǿƛǘƘƛƴ ǘƘŜ άǎŜǉǳŜƴǘƛŀƭ ŘŜǎƛƎƴέ ƳŜǘƘƻŘ ǿƘŜǊŜ 

the results of the Questionnaire Survey influenced the framework of enquiry and 

highlighted and refined the areas of questioning to be pursued subsequently in the semi-

structured interviews and the focus group interviews.   

The analysis of the data, in the context of the theoretical discussion in Chapter 3, forms the 

basis for drawing conclusions and making suggestions on a frameworƪ ŦƻǊ ǘŜŀŎƘŜǊǎΩ /t5Φ  

The analysis undertaken here is based on three legs, where an initial quantitative method is 

used both to garner broad information in relation to the question being answered by this 

thesis, and then to inform the two qualitative methods so as to elicit deep information 

around the issues raised.  The research methods used for this study accord with Smith 

(2006) who argues that  

ΧŎƻƴǎǘǊǳŎǘƛƻƴ ƻŦ ƪƴƻǿƭŜŘƎŜ ƛǎ ǉǳƛǘŜ ǇƻǎǎƛōƭŜ ǘƘǊƻǳƎƘ ƭŜǎǎ ƳŜŎƘŀƴƛŎŀƭΣ 
standardized, and controlled means.  HumŀƴǎΩ ǇŜǊŎŜǇǘƛƻƴǎΣ ŎƻƴŎŜǇǘǳŀƭ ŀƴŘ 
pattern-recognizing abilities have developed through evolutionary processes, and 
though fallible, they are still capable of constructing truthful knowledge, 
knowledge that maps the real world well enough to take action and solve 
problems (p.473). 
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The following paragraphs will outline the development of each of the three methods in the 

following sequence: the reason for choosing the research method;  the design of the 

research method;  the criteria and the conduits for selecting participants; contacting the 

participants and conducting the research; recording the research findings. 

4.1.1  Questionnaire survey of teachers 

There were a number of reasons for choosing to issue questionnaires to teachers as a 

means of gathering information.  The questionnaire provided access to the thoughts and 

opinions of a number of teachers in Ireland and in Scotland, Canada and Australia, giving a 

national and an international dimension to the study.   It made it possible to garner a 

significant amount of information in a concise format, on motivation, teacher education, 

teacher identity and CPD, albeit that this might need to be filtered to select the most 

relevant data.  It gave the respondents an opportunity, in their own time, and in the privacy 

of their own place, to study the questions without the perception of pressure from an 

observer or interviewer.  While acknowledging the benefits of completing a questionnaire 

in the presence of the researcher who can offer immediate clarification, if needed, Cohen 

ŀǘ ŀƭ όнллтύ ōŜƭƛŜǾŜ ǘƘŀǘ άΧƘŀǾƛƴƎ ǘƘŜ ǊŜǎŜŀǊŎƘŜǊ ǇǊŜǎŜƴǘ Ƴŀȅ ōŜ ǘƘǊŜŀǘŜƴƛƴƎ ŀƴŘ ŜȄŜǊǘ ŀ 

sense of compulsion, where respondents may feel uncomfortable about completing the 

questionnaire, and may not want to complete it, or even start itέ (p.344). 

The information collected through the questionnaires would be of value in gathering 

ŜǾƛŘŜƴŎŜ ƻŦ ǘŜŀŎƘŜǊǎΩ ŜȄǇŜǊƛŜƴŎŜǎ ŀƴŘ ƻǇƛƴƛƻƴǎΦ  IƻǿŜǾŜǊΣ ǘƘŜ ǾŀǊƛŀōƛƭƛǘȅ ƻŦ ǊŜǎǇƻƴǎŜ ƛǎ 

endemic to questionnaires and strengthens the need to bolster the research with other 

methods likely to yield deeper information.  Therefore, a particularly important purpose of 

conducting the questionnaire survey, as indicated previously, was to set up the framework 

for the individual interviews with stakeholders and the focus group interviews with 

teachers whereby the findings could be probed at a deeper, qualitative level. 

Where the use of questionnaires as a research instrument is concerned, Cohen et al. (2007) 

help to identify a άǎǘŀƎŜŘ ǎŜǉǳŜƴŎŜ ŦƻǊ ǇƭŀƴƴƛƴƎ ŀ ǉǳŜǎǘƛƻƴƴŀƛǊŜέ όǇΦо18) which can be 

summarised as follows: deciding the purpose of the questionnaire; planning the population 

sample to be used; generating the topics to be addressed; deciding the format of 

responses; writing the questionnaire items; checking that all issues have been included; 

piloting and refining the questionnaire and issuing the final questionnaire. On the whole, 

this sequence was adhered to in planning the questionnaire for this study. 



62 
 

The questionnaire was designed to elicit information which spanned a wide range of areas 

ƻŦ ǘƘŜ ǘŜŀŎƘŜǊΩǎ ǇǊƻŦŜǎǎƛƻƴŀƭ ƭƛŦŜΣ ŀƭƭ ŀƛƳŜŘ ŀǘ ŘŜǘŜǊƳƛƴƛƴƎ ǘŜŀŎƘŜǊǎΩ ǇǊŜǇŀǊŜŘƴŜǎǎ ŀƴŘ 

ǊŜŀŘƛƴŜǎǎ ǘƻ ŜƴƎŀƎŜ ƛƴ ǇǊƻŦŜǎǎƛƻƴŀƭ ŘŜǾŜƭƻǇƳŜƴǘΦ  L ǎŀǿ ǘŜŀŎƘŜǊǎΩ ƳƻǘƛǾŀǘƛƻƴ ǘƻ ǘŜŀŎƘΣ ǘƘŜƛǊ 

initial teacher education programme and their professional identity as being inextricably 

linked to their engagement in professional development.  With a view to ensuring validity 

as well as thoroughness in designing the questionnaire then, I wanted (a) to establish the 

professional disposition of teachers on entering their career in teaching, (b) to get some 

information on the content and facilitation of their teacher education programmes, (c) to 

ascertain their subsequent engagement in lifelong professional learning activities and their 

experience of continuing professional development and (d) to gather their views with 

regard to future provision for CPD.  In these questions I specifically did not ask respondents 

explicitly if their experiences of initial teacher education or of CPD to date had been 

transformative for them. But I remained on the alert for any indication in their responses, in 

the Comment section of the question, that this was so.   

¢ƘŜ Ŧǳƭƭ ǉǳŜǎǘƛƻƴƴŀƛǊŜ Ŏŀƴ ōŜ ŦƻǳƴŘ ŀǘ !ǇǇŜƴŘƛȄ н όǇΦнΣ ±ƻƭΦнύ ŀƴŘ ŦƻǊ ǘƘŜ ǊŜŀŘŜǊΩǎ 

convenience it is summarised as follows, using the questionnaire section and subsection 

headings:    

Section A.  Personal and Professional Details               
Section B.  Qualifications and Teaching Experience 
Section C  Becoming a Teacher 
Section D  Your Initial Teacher Education Programme / Course 
Section E   Teaching as a Profession   
Section F    CPD Experiences  
Section G  Future Provision for CPD 

 

The questionnaire was designed to yield both quantitative data from the responses and 

qualitative data from the open-ended Comment section in each question.  I was conscious 

that the completion of the questionnaire would be dependent on the simplicity of the 

design and the number and type of questions.  Therefore, to facilitate respondents, I used a 

number of types of questions and offered suggested responses to each question which 

could be rank ordered, selected or ignored, as appropriate.  In my communication with 

respondents (Appendix 4, p.22, Vol.2), I allowed for non-responses, advising them to skip 

any question or response they did not wish to address, as I know from experience that 

having to leave a box blank, for want of information, can cause people to abandon a 

quesǘƛƻƴƴŀƛǊŜΦ ¢Ƙƛǎ ŀǇǇǊƻŀŎƘ ƛǎ ǎǳǇǇƻǊǘŜŘ ōȅ /ƻƘŜƴ Ŝǘ ŀƭ όнллтύΣ ǿƘƻ ǎǘŀǘŜ ǘƘŀǘ άǘƘŜ 

opportunity should be provided for respondents to indicate that they have no opinion, or 
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ǘƘŀǘ ǘƘŜȅ ŘƻƴΩǘ ƪƴƻǿ ǘƘŜ ŀƴǎǿŜǊ ǘƻ ŀ ǇŀǊǘƛŎǳƭŀǊ ǉǳŜǎǘƛƻƴΣ ƻǊ ǘƻ ǎǘŀǘŜ ǘƘŀǘ ǘƘŜȅ ŦƛƴŘ ǘhat the 

ǉǳŜǎǘƛƻƴ ŘƻŜǎ ƴƻǘ ŀǇǇƭȅ ǘƻ ǘƘŜƳέ όǇΦоннύΦ 

With regard to the Comment section referred to previously, this provided an opportunity 

for respondents to add their own responses and/or to comment on the area being covered, 

if they so wished.  This was not availed of by many but where comments were added they 

were valuable in illustrating the responses. 

The first draft of the questionnaire was evaluated by my supervisor who made a number of 

recommendations which were subsequently adopted.  To further ensure reliability, as 

advised by Bell (1987), the amended draft was then trialled over a number of weeks by a 

total of 14 teachers who were identified using personal contacts and included male and 

female teachers from the primary and post-primary sectors in Ireland. The questionnaire 

was sent by email together with a covering letter which asked the pilot group to give 

feedback on the following: length of time it took to complete the questionnaire; whether 

any questions presented the respondent with a difficulty and in what way; whether there 

were sections or questions omitted which they would have wished to see included and 

whether any technical (IT) difficulties were encountered in completing the questionnaire.   

The feedback from the pilot survey was very positive and informative.  Respondents found 

that it took between 30 minutes and one hour to complete the questionnaire and no one 

experienced technical difficulties. The feedback informed the amendments which were 

incorporated into the revised and finalised questionnaire. These included: asking 

respondents the number of schools in which they had taught in Question 8;   including 

άǎƛōƭƛƴƎέ ŀǎ ŀ ǇŜǊǎƻƴ ǿƘƻ ƛƴŦƭǳŜƴŎŜŘ ǘƘŜ ŘŜŎƛǎƛƻƴ ǘƻ ōŜ ŀ ǘŜŀŎƘŜǊ ƛƴ vǳŜǎǘƛƻƴ мл ŀƴŘ 

ŜȄǇƭŀƛƴƛƴƎ άŀǿŀǊŘƛƴƎ ōƻŘȅέ ōȅ ŀŘŘƛƴƎ άŎƻƭƭŜƎŜκǳƴƛǾŜǊǎƛǘȅέ ƛƴ vǳŜǎǘƛƻƴ тΦ  hƴŜ ǎǳƎƎŜǎǘƛƻƴ 

that was not adopted was that there should be an incentive offered to potential 

respondents, e.g., inclusion in a raffle for a prize.   

As can be seen from the sequence of the questions, the design of the questionnaire was 

intended to have a biographical trend.  It was hoped that this would encourage 

respondents to reflect on their career to date, i.e., why they pursued teaching as a 

profession, who influenced them, what they experienced in their initial teacher education 

and their perception of teaching as a profession.  It was intended that this would set the 

ŎƻƴǘŜȄǘ ŦƻǊ ǘƘŜ ǘŜŀŎƘŜǊΩǎ ƻǿƴ ǘƘƛƴƪƛƴƎ ƻƴ ƘƛǎκƘŜǊ /t5 ŀƴŘ ǊŀƛǎŜ ƘƛǎκƘŜǊ ŀǿŀǊŜƴŜǎǎ ŀǎ ǘƘŜ 

questionnaire was being completed.  This focus was also planned for the purpose of the 

ǎǘǳŘȅ ǿƘƛŎƘ ǿŀǎ ŀƛƳƛƴƎ ǘƻ ŘŜǘŜǊƳƛƴŜ ǘŜŀŎƘŜǊǎΩ ŜȄǇŜǊƛŜƴŎŜ ƻŦ /t5Σ ǘƘŜƛǊ ōŜƭƛŜŦǎ ǿƛǘƘ ǊŜƎŀǊŘ 
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to the type and format that they found most beneficial and their views with regard to the 

provision of CPD in the future.  This would enable the author to form conclusions and make 

ǎǳƎƎŜǎǘƛƻƴǎ ǿƛǘƘ ǊŜƎŀǊŘ ǘƻ ǘŜŀŎƘŜǊǎΩ /t5 ƴŜŜŘǎΦ  ¢Ƙƛǎ ŀǇǇǊƻŀŎƘ ƛǎ ǊŜŦƭŜŎǘŜŘ ƛƴ ǘƘŜ ŀŘǾƛŎŜ 

given by Cohen et al (2007):  

Completing a questionnaire can be seen as a learning process in which 
respondents become more at home with the task as they proceed.  Initial 
questions should therefore be simple, have high interest value and 
encourage participation. This will build up the confidence and motivation of 
the respondent.  The middle section of the questionnaire should contain the 
difficult questions; the last few questions should be of high interest in order 
to encourage respondents to return the complete questionnaire (p.337). 
 

L ǿƻǳƭŘ ƭƛƪŜ ǘƻ ŘǊŀǿ ŀǘǘŜƴǘƛƻƴ ǘƻ vǳŜǎǘƛƻƴ нмΣ ƛƴ ǇŀǊǘƛŎǳƭŀǊΣ ǿƘŜǊŜ ǊŜǎǇƻƴŘŜƴǘǎΩ ǇŜǊǎƻƴŀƭ 

experience of the value of CPD is queried.  In the range of responses, I allowed as many 

options as possible without mentioning the transformative perspective on CPD in an explicit 

ǿŀȅΦ  L ŎƻǳƭŘ ƘŀǾŜ ƛƴŎƭǳŘŜŘ ǊŜǎǇƻƴǎŜǎ ǎǳŎƘ ŀǎΥ  άL ƘŀǾŜ ŘŜǾŜƭƻǇŜŘ ƴŜǿ ŀǿŀǊŜƴŜǎǎΧέΤ άL 

ŜƴƎŀƎŜ ƛƴ ƴŜǿ ǿŀȅǎ ƻŦ ǿƻǊƪƛƴƎΧέΤ άL ƘŀǾŜ ŀ ŘƛŦŦŜǊŜƴǘ ŀǘǘƛǘǳŘŜ ǘƻ ΧέΤ άƳȅ ōŜƘŀǾƛƻǳǊ ŀǎ ŀ 

ǘŜŀŎƘŜǊ Ƙŀǎ ŎƘŀƴƎŜŘΧέΣ ōǳǘ L ǊŜŦǊŀƛƴŜŘ ŦǊƻƳ ŘƻƛƴƎ ǎƻ ƛƴ ǘƘŜ ƛƴǘŜǊŜǎǘǎ ƻŦ ŜƴǎǳǊƛƴƎ ŀ ƎǊŜŀǘŜǊ 

validity in the response.  I wanted to see would respondents see this lacuna themselves and 

feel moved to include any extra dimension, for which there was provision in the Comment 

section.  

In setting the criteria for the selection of a sample of respondents, I regarded it as 

important that the completed questionnaires would include teachers from both primary 

and post-primary levels, male and female, at varying stages in their career, with varying 

degrees of engagement (or none) in CPD activities.   I included a substantial number of 

people teaching in Ireland as the outcome of the research would be most relevant to their 

situation.  I also chose to issue the questionnaires to teachers in Scotland, Canada and 

Australia as I wanted an international comparative dimension to the study.  The 

comparative element was intended to ascertain whether or not Irish teachers differed 

substantially from teachers in jurisdictions similar to Ireland. The teacher education 

systems in these regions have much in common with Ireland and they also have Teaching 

Councils, or their equivalent, similar to the Teaching Council in Ireland.  I will outline later in 

this chapter how the questionnaire findings were recorded and presented for analytical and 

comparative purposes. 

A number of channels were used to select the personnel to whom questionnaires were 

issued in the chosen jurisdictions. In all contact and correspondence, I stated that I was 
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undertaking a PhD on CPD for Teachers and that I was doing this in a personal capacity, 

outside of my employed position at that time.  I outlined the criteria, previously listed, 

which I had set out in the hope of compiling a cohort of data-rich respondents which would 

include a broad spectrum of the teaching profession with regard to sector, age, gender, 

qualifications and experience.  

The majority of Irish respondents were selected by Education Centre Directors8.  I chose the 

Education Centre network and the Directors therein as a possible conduit for accessing 

questionnaire respondents because of their access to teachers at local level.  The Directors 

of all centres were contacted by letter (Appendix 3, p.21, Vol.2) explaining that I was asking 

for their co-operation in each finding approximately six teachers, based on the criteria for 

selection of respondents outlined previously, who would be willing to engage with the 

questionnaire and complete it.   I asked that the names and email addresses of those who 

agreed to participate would be sent to me and I would make direct contact with them. I 

believed it was important that the Directors would know that I hoped the study would be of 

interest and benefit to the Teaching Council in developing a national framework for CPD for 

teachers, in consultation with teachers, Education Centre Directors and the partners in 

education.   

A small number of respondents In Ireland were assembled through two other sources.  I 

was particularly interested in including the views of a group of teachers with proven 

commitment to CPD; in other words, exemplars among practitioners of a lifelong 

professional learning philosophy.  I met such a group at a course seminar when they were 

undertaking a university postgraduate programme on mentoring and they expressed an 

interest in supporting my research.  Contact was subsequently made with this group 

through their course leader.  I was also interested in including the views of teachers from a 

school which was in an area designated as disadvantaged, where particular challenges 

requiring innovative intervention are encountered.  Such a group emerged through a 

contact who also offered to source respondents in the interest of supporting my research.  

With both cohorts, the contact persons distributed details of the research, similar to those 

distributed to all other respondents.  Those who wished to participate made direct contact 

with me and the contact people were not necessarily aware who had done so.   

                                                           
8
 In Ireland, there are 21 full-time Education Centres whose core function is the provision of CPD for 

teachers.  Each Centre has a Director and a designated catchment area of schools.     
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The Scottish contacts were sourced through the General Teaching Council for Scotland 

(GTCS).  The Chief Executive Officer (CEO) was given information about the study similar to 

that given to the Education Centre Directors in Ireland.  I asked for his co-operation in 

finding a group of teachers, using the criteria outlined previously with regard to the 

diversity of respondents.  I was given contact details for 23 randomly selected teachers of 

whom 12 returned completed questionnaires. 

The Canadian and Australian respondents were sourced through the International Forum of 

Teaching Regulatory Authorities (IFTRA), bodies which are similar to the Teaching Council in 

Ireland. I met the CEOs from the respective bodies in Ontario, British Columbia and 

Southern Australia at an IFTRA conference in Cardiff in June 2009 and I spoke to them 

ŀōƻǳǘ Ƴȅ ǊŜǎŜŀǊŎƘ ƻƴ ǘŜŀŎƘŜǊǎΩ /t5Φ  !ǘ ǘƘŜƛǊ ǎǳƎƎŜǎǘƛƻƴΣ L ŀǊǊŀƴƎŜŘ ǘƻ ŎƻƴǘŀŎǘ ǘƘŜƳ ǘƻ 

formally request their co-operation in sourcing teachers in their jurisdictions who might be 

willing to complete the survey questionnaire.  In my subsequent communication with them 

I used the same information as that given to personnel in Ireland and Scotland.  The 

Teaching Council in British Columbia (BC) had a formalised system for dealing with research 

requests which I was able to avail of.   On payment of a fee of $105, the BC Council 

contacted teachers whose names they held on a database as teachers who had indicated 

their willingness to participate in research. These teachers were given details of the study 

and they were invited, if interested, to make direct contact with me. 41 teachers responded 

and they were issued with questionnaires, of which 26 were completed and returned to 

me.    The respondents from Ontario were randomly selected by the College of Teachers in 

Ontario. I was given contact details for 66 teachers in the Ontario area to whom I sent 

questionnaires, of which 34 were completed and returned to me.  12 teachers in Southern 

Australia were contacted, of whom 6 returned questionnaires to me.  While this is a small 

number, I regarded it as important that they would be included, as their opinions are as 

valid as all others.  In presenting the findings, all regions will be identified by number and by 

percentage to ensure that the reader is fully aware of the sample size.   

L ǊŜŎŜƛǾŜŘ ǘŜŀŎƘŜǊǎΩ ŎƻƴǘŀŎǘ ŘŜǘŀƛƭǎΣ Ƴŀƛƴƭȅ ŜƳŀƛƭ ŀŘŘǊŜǎǎŜǎΣ ǘƘǊƻǳƎƘ ǘƘŜ ŎƻƴŘǳƛǘǎ ƻǳǘƭƛƴŜŘ 

above, and I emailed each teacher.  I thanked them for their willingness to participate in the 

research and for their agreement to complete the questionnaire.  I attached the 

questionnaire and requested that it be completed and returned to me by email at their 

convenience.  
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Table 4.1, gives an account of the number of questionnaires issued and returned from each 

area together with the relevant percentages.    

Table 4.1: Questionnaires issued and returned  

 Sent 
Oct/Nov 
2009 

Returned 
Nov/Dec  
2009 

Reminder 
Sent 
Aug  
2010 

Returned 
Aug/ 
Sept 
2010 

Reminder 
sent 
April 
2011 

Returned 
after 
April 
2011 

Total 
Issued 

Total  
returned 

Ireland         

Education Centres 102 54 48 10 37 10 102 74 

School 8 5 3 1   8 6 

Postgraduate Students 23 6 17 4   23 10 

 133 65 68 15 37 10 133 90 

  48.87%  11.27%  7.5%  67.66% 

Canada         

British Columbia 41 22 19 4   41 26 

Ontario 63 28 35 6   63 34 

 104 50 54 10   104 60 

  48%  9.61%    57.69% 

         

Scotland 23 10 13 2   23 12 

  43.47%  8.69%    52.17% 

         

South Australia 12 2 10 4   12 6 

  16.66%  33.33%    50% 

         

Totals 272 127 145 31 37 10 272 168 

  46.7%  11.4%  3.7%  61.74% 

 

The first issue of the questionnaire took place between late October and early November 

2009.  The overall response rate at the end of December 2009 was 46.7%.  A reminder, 

including the questionnaire, was sent in August 2010 and this brought a further response of 

11.4% by September 2010, the accumulated response then being 58%.   At the risk of 

harassing people, a final effort to increase the response rate was made in April 2011 with 

reminders and repeat questionnaires being sent to Irish respondents only.  This was 

supported by my supervisor who agreed that the validity of the Irish response would be 

strengthened by an increased return of completed questionnaires.  This brought a further 

7.5% response which increased the Irish response from 60% to nearly 68%.   

The overall total number of questionnaires issued was 272 of which 168 were completed 

and returned yielding a response of nearly 62%.  Cohen et al (2007) quote the Office of 

Population Census and Surveys (OPCS) which typically receives 40% return following the 
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original dispatch of a public survey, with three subsequent reminders yielding a further 

20%, 10%, and 5% respectively, totalling 75% (p.346).  The initial response to the 

questionnaire issued as part of this study exceeded that of the OPCS but did not match it in 

the follow-up receipts.  This may have been due to the time lapse between reminders.     

At varying stages, a number of respondents gave reasons why it had not been possible to 

complete the questionnaire and they promised that it would be done within a given period 

ranging from days to weeks.  A number of people made no response to the first or second 

issue.  A number promised to make a return but all did not do so.  The latter was 

disappointing and somewhat frustrating but I had to accept that it would not be 

appropriate to make further contact.  It brought home to me how dependent a researcher 

is on the willingness and goodwill of survey participants and I appreciate that much 

gratitude is owed to those who become involved.   

The questionnaire respondents were guaranteed that their responses would be treated as 

anonymous and that any data being used would be anonymised.  For the purpose of 

recording incoming completed questionnaires, and to facilitate categorisation for analysis 

of the data, it was necessary for me, as researcher, to be able to identify respondents.  To 

this end, an Access Spreadsheet was set up to record the names, email addresses and 

region/category from which the respondents were drawn.  A reference code was given to 

each participant, based on the initials of the region/category together with a number.  As 

the questionnaires were returned by email, the reference code was entered as a Footer to 

the questionnaire, preserving the anonymity of the respondents as promised, where access 

to the original returns might be required by my supervisor or external examiners.  The 

questionnaires were marked "returned" on the Access Spreadsheet and they were stored in 

a Returned Questionnaires electronic folder.  They were also printed and the hard copies 

were filed according to region.   

This questionnaire, dealing as it did with the subject of CPD for teachers, was highly 

relevant to the respondents as teachers and that, I believe, would have enticed them to 

treat it seriously, to consider their opinions carefully and to choose their responses with 

honesty and integrity. I also became aware, from the many notes and messages 

accompanying the returned questionnaire, that teachers were indeed very interested in the 

topic and many expressed a wish to read the thesis following its completion.  Having said 

that, I also recognise that for some it may have been a chore to which they attended 

without wholehearted interest or diligence. Cohen et al (2007) are clear in their 
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understanding of this pƻǎƛǘƛƻƴ ǿƘŜƴ ǘƘŜȅ ǎǘŀǘŜ ǘƘŀǘ άwŜǎǇƻƴŘŜƴǘǎ Ŏŀƴƴƻǘ ōŜ ŎƻŜǊŎŜŘ ƛƴǘƻ 

completing a questionnaire.  They might be strongly encouraged, but the decision whether 

ǘƻ ōŜŎƻƳŜ ƛƴǾƻƭǾŜŘ ŀƴŘ ǿƘŜƴ ǘƻ ǿƛǘƘŘǊŀǿ ŦǊƻƳ ǘƘŜ ǊŜǎŜŀǊŎƘ ƛǎ ŜƴǘƛǊŜƭȅ ǘƘŜƛǊǎΦέ όǇǇΦомт-

318). 

The questionnaires generated a very large amount of data.  There were 22 questions, each 

with a number of potential responses, so the total number of responses from a participant 

could be 215.  While all responses were not going to be discussed in the analysis of the 

findings, it would be necessary to give the overview of responses from the aggregated 

whole, i.e., all respondents from the regions surveyed.  It was also deemed necessary to be 

able to query the data across a range of criteria, i.e., by individual region, by gender, by age, 

by sector, by qualifications, by experience and by a combination of any one or more of 

these, if necessary.  

An IT programmer set up the data entry system for me. An Excel Spreadsheet with drop-

down menus customised to the questionnaire was created to enter the data from the 

completed questionnaires and I personally entered all the data manually.  A computer 

package could have been used for this purpose such as the Statistical Package for Social 

Sciences (SPSS), which is commonly used nowadays.  In handling the large volume of 

material manually, I wondered would an IT package have been a more efficient way of 

doing it so I sought the advice of an IT consultant with a view to converting the data into 

SPSS, if feasible.  Having seen the work to date, the consultant was satisfied that converting 

the data to SPSS would not give me any advantage with regard to the processing and 

presentation of the data over and above the system which was created for me by the IT 

Programmer.  I was happy to proceed as initially planned and I recognised that my own 

handling of the data, rather than processing it through a standardised computer package, 

helped me to become familiar with emerging trends in the responses.   

It is important to state at this stage that the statistical evidence produced by the 

questionnaire data was not going to be defined, analysed or summarised according to 

ǘŜŎƘƴƛŎŀƭ ŦƻǊƳǳƭŀŜΣ ŘƛǎŎǳǎǎŜŘ ōȅ /ƻƘŜƴ Ŝǘ ŀƭ όнллтύΣ ŎƻƴŎŜǊƴƛƴƎ άŘŜǎŎǊƛǇǘƛǾŜ ŀƴŘ ƛƴŦŜǊŜƴǘƛŀƭ 

ǎǘŀǘƛǎǘƛŎǎέΣ άƻƴŜ-tailed and two-ǘŀƛƭŜŘ ǘŜǎǘǎέΣ άŘŜǇŜƴŘŜƴǘ ŀƴŘ ƛƴŘŜǇŜƴŘŜƴǘ ǾŀǊƛŀōƭŜǎέ ŀƴŘ 

suchlike (pp.503-505).  The empirical dimension of the research was not the centrepiece of 

the study, but was largely preparatory to the qualitative study.   The questionnaire was 

chiefly used to establish the attitudes of a wide sample of teachers to CPD.  
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However, in preparation for setting up the interviews, the presentation of the statistical 

evidence as stacked bar charts and pivot tables would satisfy that which Cohen et al (2007) 

describe as  

a form of analysis which is responsive to the data being presented, and is 
most closely concerned with seeing what the data themselves suggest, akin 
to a detective following a line of evidence.  The data are usually descriptive.  
Here much is made of visual techniques of data presentation.  Hence 
frequencies and percentages, and forms of graphical presentation are often 
used (p.506-507). 
 

I conducted a final check on the accuracy of all data entered with the assistance of a 

colleague. This involved looking at more than 35,000 response boxes.  It was a painstaking 

exercise and required high levels of concentration.  A small number of errors was detected 

and corrected.  This checking exercise also provided an opportunity to make final decisions 

with regard to ambiguity in some responses where people simultaneously indicated 

ŀƎǊŜŜƳŜƴǘ ŀƴŘ ŘƛǎŀƎǊŜŜƳŜƴǘ ǿƛǘƘ ǎƻƳŜ ǎǘŀǘŜƳŜƴǘǎΦ  ²ƘŜǊŜ ǘƘŜ ǊŜǎǇƻƴŘŜƴǘǎΩ ƛƴǘŜƴǘƛƻƴǎ 

were not absolutely clear, the response was omitted.  This is in line with decisions made by 

returning officers at election counts where ballot papers have not been completed as 

ŘƛǊŜŎǘŜŘ ōǳǘ ǘƘŜ ǾƻǘŜǊΩǎ ƛƴǘŜƴǘƛƻƴ ƛǎ ƻōǾƛƻǳǎΣ ŜΦƎΦΣ ŀƴ Ȅ ƛƴǎǘŜŀŘ ƻŦ м ǿƘŜǊŜ ƻƴƭȅ ƻƴŜ ǇŜǊǎƻƴ ƛǎ 

being voted for.  Despite being a time-consuming exercise, I regarded it as being 

worthwhile as it enabled me to state with assurance that all data from the questionnaires 

had been entered accurately.   

4.1.2   Interviews with individual stakeholders  

Interviews were chosen as a research method to elicit the views of key stakeholders in 

educatƛƻƴ ǿƛǘƘ ǊŜƎŀǊŘ ǘƻ ǘŜŀŎƘƛƴƎ ŀƴŘ ǘŜŀŎƘŜǊǎΩ ǇǊƻŦŜǎǎƛƻƴŀƭ ŘŜǾŜƭƻǇƳŜƴǘ ŀƴŘΣ ƛƴ ǎƻ ŘƻƛƴƎΣ 

to collect qualitative data for the study.   Cohen et al point (2007) point out that:  

interviews enable participants ς be they interviewers or interviewees ς to 
discuss their interpretations of the world in which they live, and to express 
Ƙƻǿ ǘƘŜȅ ǊŜƎŀǊŘ ǎƛǘǳŀǘƛƻƴǎ ŦǊƻƳ ǘƘŜƛǊ ƻǿƴ Ǉƻƛƴǘ ƻŦ ǾƛŜǿΧLƴ ǘƘŜǎŜ ǎŜƴǎŜǎ ǘƘŜ 
ƛƴǘŜǊǾƛŜǿ ƛǎ ƴƻǘ ǎƛƳǇƭȅ ŎƻƴŎŜǊƴŜŘ ǿƛǘƘ ŎƻƭƭŜŎǘƛƴƎ Řŀǘŀ ŀōƻǳǘ ƭƛŦŜΧƛǘ ƛǎ ǇŀǊǘ ƻŦ 
life itself, its human embeddedness is inescapable   (p.349). 
 

The stakeholder groups in Ireland are, to a large extent, partners in the process of 

education policy formulation and this is implemented through their participation in 

statutory bodies such as the Teaching Council and in State agencies such as the National 

Council for Curriculum and Assessment (NCCA).  Bearing in mind their potential 

ŎƻƴǘǊƛōǳǘƛƻƴ ǘƻΣ ŀƴŘ ƛƴŦƭǳŜƴŎŜ ƻƴΣ ŦǳǘǳǊŜ ǇƻƭƛŎȅ ƻƴ ǘŜŀŎƘŜǊǎΩ /t5 L ƪƴŜǿ ƛǘ ǿƻǳƭŘ ōŜ 
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important to interview key people in each of the stakeholder groups.  Consequently, the 

number selected for interview was quite large but the omission of any of them could have 

ǎŜǊǾŜŘ ǘƻ ŘŜƴƛƎǊŀǘŜ ǘƘŜ ƎǊƻǳǇΩǎ ǊƻƭŜ ƛƴ ǘƘŜ LǊƛǎƘ ŜŘǳŎŀǘƛƻƴ ǎŎŜƴŜΦ  Lǘ ǿƻǳƭŘ ŀƭǎƻ ƘŀǾŜ 

diminished the representational nature of the data I hoped to garner as the range of 

stakeholder representation provided a rich and diverse set of perspectives on the subject of 

ǘŜŀŎƘŜǊǎΩ /t5Φ  

¢ƘŜ ŘŜǎƛƎƴ ƻŦ ǘƘŜ ƛƴǘŜǊǾƛŜǿǎ ŎƻƴǘŀƛƴŜŘ ŜƭŜƳŜƴǘǎ ŦǊƻƳ ǘƘŜ άLƴǘŜǊǾƛŜǿ {ǘǊǳŎǘǳǊŜ 

/ƻƴǘƛƴǳǳƳέΣ ǎŜǘ ƻǳǘ ōȅ aŜǊǊƛŀƳ (1998) as follows: 

Table 4.2:  Interview Structure Continuum Merriam (1998:73) 

Highly Structured/ 
Standardized 

Semi-structured Unstructured/Informal 

Wording of questions 
predetermined 

Mix of more- and less-structured 
questions 

Open-ended questions 

Order of questions  
Predetermined 

 Flexible, exploratory 

Oral form of a survey  More like a conversation  

 

The wording of the interview questions was predetermined but the questions were open-

ended to facilitate elaborated responses rather than closed quŜǎǘƛƻƴǎΣ ǊŜǉǳƛǊƛƴƎ άȅŜǎέ ƻǊ 

άƴƻέ ŀƴǎǿŜǊǎΦ  ¢ƘŜ ƻǊŘŜǊ ƻŦ ǘƘŜ ǉǳŜǎǘƛƻƴǎ ǿŀǎ ǇǊŜŘŜǘŜǊƳƛƴŜŘ ŀǎ ƛǘ ŀƛƳŜŘ ǘƻ Ŧƻƭƭƻǿ ŀ 

logical, sequential pattern.  A copy of the interview agenda is available at Appendix 5 (p.23, 

Vol.2). There was provision for a mix of more and less-structured questions to facilitate 

ǎǳǇǇƭŜƳŜƴǘŀǊȅ ǉǳŜǎǘƛƻƴǎ ǘƻ Ŧƻƭƭƻǿ ƻƴ ŦǊƻƳ ǘƘŜ ƛƴǘŜǊǾƛŜǿŜŜǎΩ ǊŜǎǇƻƴǎŜǎΦ  ¢Ƙƛǎ ŜƴŀōƭŜŘ ǘƘŜ 

interviews to be flexible and exploratory, allowing the interviewees to give perspectives 

which were unique to their situation.  While the interviews were not an oral form of the 

questionnaire, the set of questions was linked to the questions in the questionnaire in 

order to provide a qualitative dimension to the research which could be linked to the 

quantitative data.  The aim was that the tenor of the interviews would be like a 

conversation where the interviewees would be at their ease and would feel free to speak 

candidly. Thus, while the interviews could largely be described as semi-structured, they 

ŎƻƴŦƻǊƳŜŘ ǘƻ aŜǊǊƛŀƳΩǎ όмфф8) recommendation on a blended approach: 

In most studies the researcher can combine all three types of interviewing so 
that some standardized information is obtained, some of the same open-
ended questions are asked of all participants, and some time is spent in an 
unstructured mode so that fresh insights and new information can emerge 
(p.75). 
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The majority of interviews were conducted with key stakeholders from the education scene 

in Ireland who held senior positions/leadership roles and were responsible for policy-

making and strategic planning.  A small number of interviews were conducted with 

personnel in the international jurisdictions, mainly where teachers completed 

questionnaires.  The main stakeholders in education in the Irish system are the Department 

of Education and Skills, Teacher Educators, Teacher Unions, School Management Bodies, 

tŀǊŜƴǘ !ǎǎƻŎƛŀǘƛƻƴǎΣ tǊƛƴŎƛǇŀƭǎΩ tǊƻŦŜǎǎƛƻƴŀƭ .ƻŘƛŜǎΣ ǘƘŜ 9ŘǳŎŀǘƛƻƴ /ŜƴǘǊŜ ƴŜǘǿƻǊƪ ŀƴŘ ǘƘŜ 

statutory and support agencies.   

The interviewees were selected on the basis of the potential quality rather than the 

ǉǳŀƴǘƛǘȅ ƻŦ ǘƘŜƛǊ ŎƻƴǘǊƛōǳǘƛƻƴǎΣ ŎƻƴŎǳǊǊƛƴƎ ǿƛǘƘ aŜǊǊƛŀƳ όмффуύ ǘƘŀǘ άǘƘŜ ŎǊǳŎƛŀƭ ŦŀŎǘƻǊ ƛǎ 

not the number of respondents but the potential of each person to contribute to the 

development of insight and understŀƴŘƛƴƎ ƻŦ ǘƘŜ ǇƘŜƴƻƳŜƴƻƴέ όǇΦуоύΦ  In selecting the 

sample group for one-to-ƻƴŜ ƛƴǘŜǊǾƛŜǿǎΣ άŜƭƛǘŜ ƛƴǘŜǊǾƛŜǿƛƴƎέ ŘŜǎŎǊƛōŜŘ ōȅ .ǳǊƴƘŀƳ Ŝǘ ŀƭ 

(2004) was used.   These authors say that  

This may be defined both in terms of the target group ōŜƛƴƎ ǎǘǳŘƛŜŘΣ ŀƴ άŜƭƛǘŜέ 
of some kind, and the research technique used, most characteristically what is 
known as semi-ǎǘǊǳŎǘǳǊŜŘ ƛƴǘŜǊǾƛŜǿƛƴƎΧƻŦǘŜƴ ǘƘŜ Ƴƻǎǘ ŜŦŦƛcient was to obtain 
information about decision-makers and decision-ƳŀƪƛƴƎ ǇǊƻŎŜǎǎŜǎΧ 
characterized by a situation in which the balance is usually in favour of the 
respondent...because of their high level of knowledge of the subject matter 
ǳƴŘŜǊ ŘƛǎŎǳǎǎƛƻƴ ŀƴŘ ǘƘŜƛǊ ƎŜƴŜǊŀƭ ƛƴǘŜƭƭŜŎǘǳŀƭ ŀƴŘ ŜȄǇǊŜǎǎƛǾŜ ŀōƛƭƛǘƛŜǎΧǎƻƳŜ 
respondents may count more than others in terms of their influence on the 
decision-making process   (p.205). 
 

From my most recent and previous roles in the Irish education system, I was familiar with 

the roles played by various people in the stakeholder groups.  I leveraged my network of 

professional contacǘǎ ƎŀƛƴŜŘ ǘƘǊƻǳƎƘƻǳǘ Ƴȅ ǇǊƻŦŜǎǎƛƻƴŀƭ ŎŀǊŜŜǊ ŀǎ ŀƴ ŜŘǳŎŀǘƛƻƴ άƛƴǎƛŘŜǊέΦ  

That is, I had access to domains of knowledge and personnel not readily available to other 

researchers. I identified the key people I wanted to interview, these being in very senior 

positions in the bodies/organisations identified above.   I approached them in person, by 

telephone and/or by email, requesting their co-operation in agreeing to be interviewed.  I 

was fortunate that I had direct access to each person I identified for interview and I 

received no refusal to my request.   With regard to the number to be interviewed, I 

considered carefully who could contribute most to the research rather than deciding on a 

particular number to be interviewed.  Burnham et al (2004) state that: 
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researchers tend to undertake too many interviews, thus extending the 
ŎƻƳǇƭŜǘƛƻƴ ǘƛƳŜ ŦƻǊ ǘƘŜ ǇǊƻƧŜŎǘΧŀ Ǉƻƛƴǘ ƛǎ ǊŜŀŎƘŜŘ ǿƘŜǊŜ ŜŀŎƘ ŀŘŘƛǘƛƻƴŀƭ 
interview yields diminishing returns. One needs to be able to recognize when 
ǘƘŜ άǎŀǘǳǊŀǘƛƻƴ Ǉƻƛƴǘέ ƛǎ ǊŜŀŎƘŜŘ ƛƴ ŀ series of interviews where each 
interview is adding relatively little to the stock of information or 
understanding.  Bearing in mind all these caveats, 20-30 interviews might be 
a reasonable target for a project in which elite interviewing was the principal 
method (p.208). 
 

While the foregoing may be valid, the interview schedule for this study was set up some 

weeks in advance of conducting the interviews and it would not have been desirable to 

cancel interviews at any stage on the basis of having reached άǎŀǘǳǊŀǘƛƻƴ ǇƻƛƴǘέΦ  Lǘ ǿŀǎ 

inevitable that there would be some overlap and repetition, given the close-knit nature of 

the Irish education stakeholder community.  However, this need not be construed as 

άŀŘŘƛƴƎ ǊŜƭŀǘƛǾŜƭȅ ƭƛǘǘƭŜ ǘƻ ǘƘŜ ǎǘƻŎƪ ƻŦ ƛƴŦƻǊƳŀǘƛƻƴ ƻǊ ǳƴŘŜǊǎǘŀƴŘƛƴƎέΦ  Lǘ ǿŀǎ ƴŜŎŜǎǎŀǊȅ ǘƻ 

hear the views of each stakeholder group and any repetition which emerged reinforced 

ǎƻƳŜ ŎƻƳƳƻƴƭȅ ƘŜƭŘ ǾƛŜǿǎ ŀƴŘ ƻǇƛƴƛƻƴǎ ŀōƻǳǘ ǘƘŜ ǘŜŀŎƘƛƴƎ ǇǊƻŦŜǎǎƛƻƴ ŀƴŘ ǘŜŀŎƘŜǊǎΩ /t5Φ  

As it happens, interviews were conducted with 28 people, coinciding with the range of 20-

30 suggested by Burnham et al (2004).  For the purpose of anonymity, I assigned an 

identification code to each participant, as outlined in Table 4.3.  

Table 4.3: Identification codes for stakeholder interviewees  

No. Code Group/Organisation 

1 TE1 Teacher Educator 

2 TE2 Teacher Educator 

3 TE3 Teacher Educator 

4 TE4 Teacher Educator 

5 DES1 Department of Education and Skills 

6 DES2 Department of Education and Skills 

7 DES3 Department of Education and Skills 

8 EC1 Education Centre 

9 EC2 Education Centre 

10 SS1 In-career Support Service  

11 SS2 In-career Support Service 

12 P1 bŀǘƛƻƴŀƭ tŀǊŜƴǘǎΩ  !ǎǎƻŎƛŀǘƛƻƴ 

13 P2 bŀǘƛƻƴŀƭ tŀǊŜƴǘǎΩ  !ǎǎƻŎƛŀǘƛƻƴ 

14 PPM1 Post-primary Management Body 

15 PPM2 Post-primary Management Body 

16 PPM3 Post-primary Management Body 

17 PM1 Primary Management Body 

18 PM2 Primary Management Body 

19 TU1 ¢ŜŀŎƘŜǊǎΩ ¦ƴƛƻƴ 

20 TU2 ¢ŜŀŎƘŜǊǎΩ ¦ƴƛƻƴ 

21 TU3 ¢ŜŀŎƘŜǊǎΩ ¦ƴƛƻƴ 

22 PT1 tǊƛƴŎƛǇŀƭ ¢ŜŀŎƘŜǊǎΩ !ǎǎƻŎƛŀǘƛƻƴ 

23 PT2 Principal ¢ŜŀŎƘŜǊǎΩ !ǎǎƻŎƛŀǘƛƻƴ 

24 TC1 Teaching Council (Ireland) 

25 TC2 Teaching Council (Ireland) 

26 Int1 Teaching Council (International)  

27 Int2 Teaching Council (International)  

28 Int3 Teaching Council (International)  
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It may be worth noting that there was a gap of some weeks between the first six and 

subsequent interviews.   This allowed time to listen to the interviews and to consider the 

appropriateness of the style of interviewing, the content and sequence of the questions 

and the opportunities provided for interviewees to contribute relevant information above 

and beyond that which was explicitly sought.  I considered that my input in a few instances, 

my own contributions, could be more concise and I resolved to be aware of this and to 

curtail my style of questioning.  

¢ƘŜ ƳŀƧƻǊƛǘȅ ƻŦ ƛƴǘŜǊǾƛŜǿǎ ǿŜǊŜ ŎƻƴŘǳŎǘŜŘ ƛƴ ǘƘŜ ǇƭŀŎŜ ƻŦ ǘƘŜ ƛƴǘŜǊǾƛŜǿŜŜΩǎ ŎƘƻƻǎƛƴƎΦ  ¢Ƙƛǎ 

was usually their place of work.  Three interviews were conducted via Skype, one was by 

telephone and all were recorded.  A number of interviewees requested and received the 

questions in advance.    One could say that this afforded those participants an opportunity 

to prepare their answers while others had to reply spontaneously as the questions were 

posed during the interview.  Some might say that the latter yields a more honest response.  

I respected that those being interviewed were responding with integrity, regardless of 

answers being prepared in advance or not.  In any case, I could not risk refusing to give the 

questions in advance as this could in turn lead to a refusal to be interviewed.  Also, from my 

ǇǊŜǾƛƻǳǎ ǇŜǊǎƻƴŀƭ ƪƴƻǿƭŜŘƎŜ ƻŦ ǘƘŜ ƛƴǘŜǊǾƛŜǿŜŜǎΩ ǇŜǊǎƻƴŀƭƛǘƛŜǎ ŀƴŘ ǎǘȅƭŜǎ ƻŦ 

communication, I judged that people were speaking from conviction rather than trying to 

ŎƻƳǇƻǎŜ ǘƘŜ άǊƛƎƘǘέ ŀƴǎǿŜǊǎΦ    

At the beginning of the interview, the interviewee was thanked for agreeing to participate 

and the purpose of the study was outlined. Anonymity was promised and interviewees 

were assured that if the researcher wanted for any reason to quote them by name, their 

permission to do so would be sought in advance. The interviewees received explicit 

assurance with regard to the value of their contribution, but this was also implicit as the 

interviewees could assume they were selected on purpose because, as Merriam (1998) 

ŀǊƎǳŜǎΣ ǘƘŜȅ άƘŀŘ ǎƻƳŜǘƘƛƴƎ ǘƻ ŎƻƴǘǊƛōǳǘŜΧŀƴ ŜȄǇŜǊƛŜƴŎŜ ǿƻǊǘƘ ǘŀƭƪƛƴƎ ŀōƻǳǘΧŀƴ ƻǇƛƴƛƻƴ 

ƻŦ ƛƴǘŜǊŜǎǘ ǘƻ ǘƘŜ ǊŜǎŜŀǊŎƘŜǊέ όǇΦупύΦ   

All 28 stakeholder interviews and the 4 focus group interviews were recorded with the 

agreement of the participants using an iPad and the recording was later transferred to a PC.  

.ŜƛƴƎ ǊŜŎƻǊŘŜŘ ŘƛŘ ƴƻǘ ǎŜŜƳ ǘƻ ƛƴǘŜǊŦŜǊŜ ǿƛǘƘ ŀƴȅ ƛƴǘŜǊǾƛŜǿŜŜΩǎ ŜƴƎŀƎŜƳŜƴǘ ƛƴ ǘƘŜ 

conversation.   
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At all times, I was conscious of maintaining a pace and flow which best accommodated the 

ƛƴǘŜǊǾƛŜǿŜŜΩǎ ŎƻƴǎƛŘŜǊŀǘƛƻƴ ŀƴŘ ǇǊƻŎŜǎǎƛƴƎ ƻŦ ǘƘŜ ǉǳŜǎǘƛƻƴΣ ŀŎŎƻǊŘƛƴƎ ǿƛǘƘ aŜǊǊƛŀƳΩǎ 

(1998) guidance that: 

Being sensitive in the data-gathering phase of the study involves a keen 
ǎŜƴǎŜ ƻŦ ǘƛƳƛƴƎΧLƴ ƛƴǘŜǊǾƛŜǿƛƴƎ ƛǘ ƳŜŀƴǎ ƪƴƻǿƛƴg when to allow for silence, 
when to probe more deeply, when to change the direction of the interview. 
Every sense of the investigator must be alert to the cues and nuances 
provided by the context (p.22). 
 

I considered the advantages and disadvantages of using the MaxQData software for 

analysing the qualitative data. While I could have used this package, I did not see that it 

would enhance the analysis of findings from the interviews as it appeared to be a very 

mechanistic method of measuring responses rather than allowing for professional 

judgement and discernment to be used in handling and interpreting the data.  MaxQData 

also requires transcripts and I had decided at that stage, in consultation with my supervisor, 

not to transcribe the interviews because of the volume of data involved.  I was also given to 

understand that listening to the recordings, or selections thereof, provides a richer 

experience for those with access to them than that gained when reading a transcript.  This, 

of course, may be a matter of personal preference.  However, as it happens, all of the 

recordings of the 28 stakeholder interviews and of the 4 focus group interviews were 

transcribed in full amounting to over 325,000 words.  Hard copies of all the transcripts are 

being provided for the examiners as a case record for this thesis.  An electronic version of 

the transcripts together with the audio recordings of the 32 interviews are also being 

provided on a USB Memory Key.   

4.1.3   Focus group interviews with teachers 

The reason for ŎƘƻƻǎƛƴƎ ŦƻŎǳǎ ƎǊƻǳǇ ƛƴǘŜǊǾƛŜǿǎ ǿŀǎ ǘƻ ŜƴƎŀƎŜ ǿƛǘƘ ǘŜŀŎƘŜǊǎ άƻƴ ǘƘŜ 

ƎǊƻǳƴŘέ ƛƴ ŀ ŦŀŎŜ-to-face situation, to further explore some of the areas covered in the 

questionnaire survey.  Savin-Baden and Howell Major (2013) agree that focus group 

ƛƴǘŜǊǾƛŜǿǎ άŀƭƭƻǿ for in-ŘŜǇǘƘ ŘƛǎŎǳǎǎƛƻƴ ŀƴŘ ŦƻǊ ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ ōǊƻŀŘ ƛƴǎƛƎƘǘǎΧόŀƴŘύ 

ǊŜǎǳƭǘ ƛƴ ƛƴŦƻǊƳŀǘƛƻƴ ōŜƛƴƎ ƎŜƴŜǊŀǘŜŘ ƳƻǊŜ ǉǳƛŎƪƭȅ ǘƘŀƴ ŦǊƻƳ ƛƴŘƛǾƛŘǳŀƭ ƛƴǘŜǊǾƛŜǿǎΧŀƴŘ 

ƘŀǾŜ ŀ ƘƛƎƘ ŦŀŎŜ ǾŀƭƛŘƛǘȅέ όǇΦоуфύΦ  ¢ƘŜ ŦƻǳǊ ŦƻŎǳǎ ƎǊƻǳǇǎ ŎƻƳǇǊƛǎŜŘ ŀ ǘƻǘŀƭ ƻŦ нм ǇǊƛƳŀǊȅ 

and post-primary teachers.  The findings from the questionnaire survey set up the agenda 

of issues to be explored at these meetings.  

The design of the focus groups interviews was based on a group of 4 ς 8 teachers sitting 

around a table having a guided conversatioƴ ƻƴ ǘŜŀŎƘŜǊǎΩ /t5Φ  ¢ƘŜ ŘǳǊŀǘƛƻƴ ƻŦ ǘƘŜ ǎŜǎǎƛƻƴ 
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would be around one to one and a half hours. The focus group interviews would be 

recorded on an iPad and later transferred to a PC.   

The questions which were put to focus group participants followed the pattern of the 

survey questionnaire and the individual interviews. This accords with Savin-Baden and 

IƻǿŜƭƭ aŀƧƻǊΩǎ όнлмоύ ǘȅǇƛŦƛŎŀǘƛƻƴ ǘƘŀǘ άCƻŎǳǎ ƎǊƻǳǇ ƛƴǘŜǊǾƛŜǿ ǉǳŜǎǘƛƻƴǎ ǘŜƴŘ ǘƻ Ŧƻƭƭƻǿ ǘƘŜ 

ǎŀƳŜ ŎŀǘŜƎƻǊƛŜǎ ǘƘŀǘ ǉǳŜǎǘƛƻƴǎ ŦƻǊ ƛƴŘƛǾƛŘǳŀƭ ƛƴǘŜǊǾƛŜǿǎ Řƻέ όǇΦоу0). It was important that 

this was so as the responses would be used in triangulating and/or differentiating the data 

which would result from the three research methods being used.  The design of the focus 

group interviews allowed for only some participants to respond to every question as it was 

anticipated that there would be much repetition if everyone answered each question.  This 

would also be tantamount to conducting a number of individual interviews simultaneously.  

To reduce repetition, it was planned that some individual responses would be followed by 

the researcher seeking an indication of agreement or disagreement from the other 

ǇŀǊǘƛŎƛǇŀƴǘǎ ǿƛǘƘ ƛƴǘŜǊƧŜŎǘƛƻƴǎ ǎǳŎƘ ŀǎ άƛǎ ǘƘƛǎ ōǊƻŀŘƭȅ ƛƴ ƭƛƴŜ ǿƛǘƘ ǿƘŀǘ ȅƻǳ ŀƭƭ ǘƘƛƴƪ ƻǊ ŘƻŜǎ 

anyone have a different ǾƛŜǿΚέ ¢ƘǊƻǳƎƘ ƭƛǎǘŜƴƛƴƎ ŀƴŘ ƻōǎŜǊǾƛƴƎΣ ǘƘŜ ǊŜǎŜŀǊŎƘŜǊ ǿƻǳƭŘ ƘŀǾŜ 

to make a judgement on the use of this strategy at any given time during the discussion. 

As with the questionnaire survey, the aim was to have male and female teachers from the 

primary and post-primary sectors, from varying age-groups and with various experiences of 

initial teacher education and of CPD.   

Table 4.4 gives the composition and coding of the focus groups: 

Table 4.4:  Composition and coding of the focus groups 

Primary Focus Group A  
Participant Codes 

Primary Focus Group B 
Participant Codes 

 
P/A/1  =  Primary/Focus Group A/No. 1 
P/A/2  =  Primary/Focus Group A/No. 2 
P/A/3  =  Primary/Focus Group A/No. 3 
P/A/4  =  Primary/Focus Group A/No. 4 
P/A/5  =  Primary/Focus Group A/No. 5 
P/A/6  =  Primary/Focus Group A/No. 6 
P/A/7  =  Primary/Focus Group A/No. 7 
 

 

P/B/1  =  Primary/Focus Group B/No. 1 
P/B/2  =  Primary/Focus Group B/No. 2 
P/B/3  =  Primary/Focus Group B/No. 3 
P/B/4  =  Primary/Focus Group B/No. 4 
P/B/5  =  Primary/Focus Group B/No. 5 
 

Post-Primary Focus Group A  
Participant Codes 

Post-Primary Focus Group B 
Participant Codes 

 
PP/A/1  =  Post-Primary/Focus Group A/No. 1 
PP/A/2  =  Post-Primary/Focus Group A/No. 2 
PP/A/3  =  Post-Primary/Focus Group A/No. 3 
PP/A/4  =  Post-Primary/Focus Group A/No. 4 
PP/A/5  =  Post-Primary/Focus Group A/No. 5 

 

PP/B/1  =  Post-Primary/Focus Group B/No. 1 
PP/B/2  =  Post-Primary/Focus Group B/No. 2 
PP/B/3  =  Post-Primary/Focus Group B/No. 3 
PP/B/4  =  Post-Primary/Focus Group B/No. 4 
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I used purposeful sampling as a guide in selecting the groups, but also availed of 

opportunity sampling, as my own professional role brought me into contact with a wide 

range of potentially data-rich informants. In one case, the Director of an Education Centre 

selected the teachers and organised the venue.  In two cases, a lead person was asked to 

find a group.  In another case, the researcher selected individual participants and brought 

them together.   

Of the three research methods, the focus group interviews were the most difficult to 

organise.  Furthermore, finding a willing group of teachers from the Teaching Council, 

namely Primary Group A, proved to be the most problematic.   A number of Teaching 

Council personnel had been interviewed on a one-to-one basis, as stakeholders, but I also 

wanted to have a focus group interview with teacher members of the Council.  I regarded 

this as important as the formulatioƴ ƻŦ ǇƻƭƛŎȅ ƻƴ ǘŜŀŎƘŜǊǎΩ /t5 ŀǘ ƴŀǘƛƻƴŀƭ ƭŜǾŜƭ ƛǎ ǘƘŜ 

/ƻǳƴŎƛƭΩǎ ǊŜǎǇƻƴǎƛōƛƭƛǘȅΦ    ! ƴǳƳōŜǊ ƻŦ ŀǇǇǊƻŀŎƘŜǎ ǿŜǊŜ ƳŀŘŜ Ƴŀƛƴƭȅ ǘƘǊƻǳƎƘ ǘƘŜ /ƘƛŜŦ 

Executive Officer (CEO), who explained about my research at a Council meeting. The CEO 

sought volunteers who would meet me on a date a month hence when I knew all the 

Council members would be meeting for part of the day. There was no response until the 

day of the proposed meeting and then only three primary teachers responded, a number 

that was not regarded as viable for a focus group interview.  The CEO again reminded 

members about the study and asked anyone who was interested in participating to contact 

me.  Again, the same three teachers responded and I decided to go ahead with this group 

with one of them agreeing to find others from among Council members to join them, which 

she did.   

Focus group participants met over tea/coffee and refreshments before the focus group 

interviews began.  This allowed introductions to be made where people did not know each 

other previously and it helped to put the participants at their ease.  At the beginning of the 

interview, the researcher thanked the participants for agreeing to be present and for giving 

of their time so generously.  The purpose of the research was outlined and participant 

confidentiality and anonymity in reporting the outcome of the interview were assured. 

Participants were asked to respect the confidentiality of what would be said and not to 

ƛŘŜƴǘƛŦȅ ƻǊ ŘƛǎŎƭƻǎŜ ŜŀŎƘ ƻǘƘŜǊΩǎ ŎƻƴǘǊƛōǳǘƛƻƴǎ ƻǳǘǎƛŘŜ ƻŦ ǘƘŜ ƛƴǘŜǊǾƛŜǿΦ 

TƘŜ ŦƻŎǳǎ ƎǊƻǳǇ ǉǳŜǎǘƛƻƴƛƴƎ ǎƻǳƎƘǘ ǘƻ ŜƭƛŎƛǘ ǘƘŜ ōǊŜŀŘǘƘ ƻŦ ǘƘŜ ǊŜǎǇƻƴŘŜƴǘǎΩ ǇŜǊǎǇŜŎǘƛǾŜǎ 

as they were at the time of the interview, to allow them to speak with their full voice and to 
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give full expression to their views as currently held.  These views could change over time.  

Even where elements of a transformational approach existed they might not have thought 

it through, e.g., what would this commit us to in practice? In posing the questions and 

prompting discussion where necessary, as researcher I assumed the role of 

researcher/moderator, as defined by Savin-Baden and Howell Major (2013).  They state 

ǘƘŀǘ ά¢ƘŜ ƳƻŘŜǊŀǘƻǊ Ƙŀǎ ǎŜǾŜǊŀƭ ƛƳǇƻǊǘŀƴǘ ǊŜǎǇƻƴǎƛōƛƭƛǘƛŜǎ Ƨǳǎǘ ŀǎ ǿƛǘƘ ƛƴŘƛǾƛŘǳŀƭ 

interviews, including listening, observing and note-ǘŀƪƛƴƎέ όǇǇΦотф-380).  They further 

ŜƭŀōƻǊŀǘŜ ƻƴ ǘƘŜ ǊŜǎŜŀǊŎƘŜǊΩǎ ǊƻƭŜ ŀǎ ǘŀǎƪ ƳŀǎǘŜǊΣ ŜƴŎƻǳǊŀƎŜǊΣ ǇǊƻōŜǊ ŀƴŘ ŎƭŀǊƛŦƛŜǊΦ Lƴ 

conducting the meetings, I adopted and integrated these roles with the exception of note-

taking, which was not a significant task, except where I needed to jot prompts as reminders 

for myself with regard to supplementary questions arising from the discussion.  

As with the individual interviews, the four focus group interviews were recorded on an iPad 

and transferred to a PC.  A brief recording sound test was conducted with each participant 

in situ before the interview began to ensure that they were close enough to the iPad.  

Despite this, the quality of the recording was not as good in all cases as was achieved in the 

one-to-one interviews.  This was sometimes due to the participant moving back from the 

iPad and in some cases the participant spoke in lowered tones.  

4.2     Collating and analysing the data 

The following paragraphs outline the procedures and methods used to analyse the data 

from the three research sources detailed in this chapter, namely the questionnaires to 

teachers, the individual interviews with stakeholders and the focus group interviews with 

teachers.  While the findings from each will be presented separately in Chapters 5ς9 

inclusive, there will be cross referencing between them, as appropriate.  

Firstly, the questionnaire data for every question and its subset of responses were collated 

and presented in stacked bar charts and pivot tables, looking at the composite picture 

across all four geographical regions and then at the regions as separate entities.  Further 

comparisons within and across the regions were differentiated and presented according to 

teaching sector, qualifications, age and gender.  From these charts and tables it was 

possible to harvest much information on the lives of teachers in relation to their 

professional journey, as told by the teachers themselves. The data which are most relevant 

to the study in addressing the research question on the transformational dimension of CPD 

are analysed and discussed in Chapter 5. It would not be feasible to present all of the data 
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in the text of this study.  A full set of 187 Bar Charts, giving the composite response from 

each of the four jurisdictions, for each part of each question, is included in Appendices 9 ς 

22 (pp.27ς146, Vol.2). 

The interview recordings from the individual interviews and from the focus group 

interviews were listened to a number of times.  For each interview, at the first listening, 

brief notes were made and the overall sense of the interview was recalled.  At the second 

listening, more detailed notes were taken and responses were categorised and entered on 

a table customised to each section or theme of the interview.  It then became apparent to 

me that I needed to be able to read as well as hear the full detail of the interviews to do 

justice to the contributions and to capture some fine nuancing.  Therefore, I undertook to 

transcribe the individual and the focus group interviews in full.  This was a mammoth task, 

amounting to over 264,500 words in the individual interviews and over 61,000 words in the 

focus group interviews.   

When the transcripts were completed, the material from each individual interview and 

from each focus group interview was categorised according to the interview themes, i.e.,  

motivation to teach; initial teacher education; professional identity; public perception of 

ǘŜŀŎƘƛƴƎΤ ǘŜŀŎƘŜǊǎΩ ŜȄǇŜǊƛence of continuing professional development; the benefits of 

continuing professional development; the development of a collaborative culture in Irish 

ǎŎƘƻƻƭǎ ŀƴŘ ŦǳǘǳǊŜ ǇǊƻǾƛǎƛƻƴ ŦƻǊ ǘŜŀŎƘŜǊǎΩ ŎƻƴǘƛƴǳƛƴƎ ǇǊƻŦŜǎǎƛƻƴŀƭ ŘŜǾŜƭƻǇƳŜƴǘ ƛƴ LǊŜƭŀƴŘΦ  

The material for each theme was then collated, a) for the individual interviews and b) for 

the focus groups, containing a substantial bank of data for each theme. The individual 

ƛƴǘŜǊǾƛŜǿŜŜǎΩ ŀƴŘ ǘƘŜ ŦƻŎǳǎ ƎǊƻǳǇǎΩ ƛŘŜƴǘƛŦƛŎŀǘƛƻƴ ŎƻŘŜǎ ǿŜǊŜ ǊŜǘŀƛƴŜŘ ǿƛǘƘƛƴ ǘƘŜ 

thematically collated data for the purpose of analysis.  Each set of thematic data was 

ǎŎǊǳǘƛƴƛǎŜŘΣ ƛƴǘŜǊǊƻƎŀǘŜŘ ŀƴŘ ŀƴŀƭȅǎŜŘ ǘƻ ŀǎŎŜǊǘŀƛƴ ǘƘŜ ƛƴǘŜǊǾƛŜǿŜŜǎΩ ƛƴŘƛǾƛŘǳŀƭ ŀƴŘ 

collective thoughts, opinions and perceptions.  Based on the analysis of the material, 

suitablŜ ǉǳƻǘŜǎ ǿŜǊŜ ǎŜƭŜŎǘŜŘ ǿƘƛŎƘ ǊŜǇǊŜǎŜƴǘŜŘ ǘƘŜ ƛƴǘŜǊǾƛŜǿŜŜǎΩ ŎƻƴǘǊƛōǳǘƛƻƴǎ ŀƴŘ 

enabled the building of the research narrative in Chapters 6 ς 9 inclusive.  The data were 

also very valuable in providing details for the compilation of response charts which 

illustrated the findings from the interviews.   

Conclusion 

Having given an account and justification of the research procedure in this chapter, the next 

chapter, Chapter 5, will present and analyse the findings from the data which was 
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generated by the questionnaire survey.  Chapters 6 and 7 will present and analyse the 

findings from the individual interviews with stakeholders. Chapter 8 and 9 will present and 

analyse the findings from the interviews with the teacher focus groups. 
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Chapter 5 

Questionnaire Findings: Presentation and Analysis 

 

Introduction 

This chapter presents and analyses the findings from the questionnaire survey conducted 

with teachers in Ireland, Canada, Scotland and Australia.   The main findings from each 

theme in the completed questionnaires are set out in this chapter in the same sequence as 

the themes were set out in the questionnaire, i.e., motivation to teach, initial teacher 

education, professional identity, experience of continuing professional development and 

the future of CPD.  It is intended that the analysis will sharpen the focus on a number of key 

issues under each of these themes.  We will return to these issues in Chapter 10 where they 

will be considered in conjunction with the findings from the individual interviews with 

stakeholders (Chapters 6 and 7) and the focus group interviews with teachers (Chapters 8 

and 9).   

In this chapter, the sequence of the presentation of findings and the analysis for each 

theme will be as follows: (i) an introduction to the question(s) in each theme; (ii) the 

findings from the responses to the question(s) as illustrated in accompanying bar charts, 

charts labelled (a) representing the responses from the Irish teachers and those labelled (b) 

representing all 168 teachers who participated in the survey; (iii)  a brief analysis of the 

most significant findings from each theme.   

5.1 Overview of the Questionnaire Survey 

A Questionnaire (Appendix 2, p.2, Vol.2) was issued to a total of 272 teachers in the four 

areas mentioned above. Further details of the survey are given in Chapter 4.  It was 

intended that the responses to the questionnaire would inform the thrust of the individual 

interviews with stakeholders and the focus group interviews with teachers.   

The following is a brief recap on the details of the questionnaire.   There were 22 questions 

ƛƴ ŀƭƭΣ ōŜƎƛƴƴƛƴƎ ǿƛǘƘ ǘƘŜ ǊŜǎǇƻƴŘŜƴǘǎΩ ǇǊƻŦƛƭŜǎ ŀƴŘ ŦƻƭƭƻǿŜŘ ōȅ ǘƘŜ ǘƘŜƳŜǎ ƻŦΥ ƳƻǘƛǾŀǘƛƻƴ 

to teach; Initial Teacher Education; professional identity; experience of continuing 

professional development and continuing professional development in the future. Each 

question had a set of proposed responses which the respondents could choose and/or rank 



82 
 

order, as appropriate.  There was also an optional Comment space at the end of each 

ǉǳŜǎǘƛƻƴΩǎ ǎŜǘ ƻŦ ǊŜǎǇƻƴǎŜǎΦ  ! ǎƳŀƭƭ ƳƛƴƻǊƛǘȅ ƻŦ ǊŜǎǇƻƴŘŜƴǘǎ ŎƘƻƻǎŜ ǘƻ ǳǎŜ ǘƘƛǎΦ    

The order of the questions was intended to create a chronological sequence, taking the 

respondent on a career-focused journey in relation to his/her experience of the continuum 

of teacher education.  It was hoped that this would be a reflective process which would 

ƛƴŦƻǊƳ ǘƘŜ ǊŜǎǇƻƴŘŜƴǘΩǎ ǘƘƛƴƪƛƴƎ ŀƴŘΣ ǘƘŜǊŜŦƻǊŜΣ ƘƛǎκƘŜǊ ǊŜǎǇƻƴǎŜǎΦ  

The 168 completed questionnaires which were received from teachers equalled 62% of all 

those who were invited to participate across the four jurisdictions. When analysed 

separately, the total response rate from teachers in Ireland was 68%.  The large volume of 

data which was generated by the completed questionnaires required a focused selection of 

the most relevant responses which would best address the research questions and the 

purpose of the study, i.e., to inform the formulation of a CPD framework which would 

facilitate transformative CPD for teachers.  

5.2 Presenting and Analysing the Questionnaire Findings 

The bar charts presented in this chapter feature the responses from teachers in Ireland 

separately from those of the combined 168 respondents (in which the Irish respondents are 

also included).  Apart from the findings presented in this chapter, many responses have 

been further analysed for which charts have been included at Appendices 9-22 (pp. 27-146, 

Vol.2) as indicated in Chapter 4.  Where any of these further analyses contribute to a 

deeper understanding of the findings presented in this chapter, they are referenced in this 

chapter. It would have been possible to produce many more charts, drilling into each 

response according to various criteria, e.g., age, gender, teaching sector and teaching 

experience.  A judgement had to be made, however, with regard to the inclusion of those 

which would add greatest value to the thesis.   

The following brief guide to viewing the data in the charts in this chapter may be helpful:   

ω These are colour-ŎƻŘŜŘ άǎǘŀŎƪŜŘέ ōŀǊ ŎƘŀǊǘǎ 

ω The title of each chart corresponds with the relevant question in the questionnaire 

ω The bottom horizontal axis shows the number and text of each response, the text 

from the Questionnaire being abbreviated in some cases to fit the chart   

ω Each bar (column) represents the responses  

ω The colours on each bar indicate the choice and/or ranking of the responses 

ω ¢ƘŜ ƪŜȅ ǘƻ ŜŀŎƘ ŎƻƭƻǳǊ ƛǎ ƎƛǾŜƴ ƛƴ ǘƘŜ ά[ŜƎŜƴŘέ ǘƻ ǘƘŜ ǊƛƎƘǘ ƻŦ ǘƘŜ ŎƘŀǊǘ 
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ω There are two charts for each question:  

o the (a) charts represent the cohort of Irish respondents and  

o the (b) charts represent the combined responses of all 168 respondents. 

 

5.2.1 wŜǎǇƻƴŘŜƴǘǎΩ tǊƻŦƛƭŜǎ  

This section dealt with Questions 1 - 8 and gathered information with regard to the 

respondeƴǘǎΩ ǇŜǊǎƻƴŀƭ ŀƴŘ ǇǊƻŦŜǎǎƛƻƴŀƭ ŘŜǘŀƛƭǎΦ   CƻǊ ǘƘŜ ǇǳǊǇƻǎŜǎ ƻŦ ǘƘƛǎ ŎƘŀǇǘŜǊΣ ƛǘ Ƙŀǎ 

been decided to include only the data from Questions 1 ς 4 dealing with the education 

sector in which the respondent is teaching, i.e., primary or post-primary,  number of years 

teaching experience,  gender and age.   Questions 5 ς 8 relating to teaching and non-

teaching qualifications, current teaching role and number of years service in each school 

where the respondent taught are being omitted.  While it would be interesting to analyse 

this data, it would not add significant value to the study.   

The tables are as follows:  

Table 5.1 Number of respondents by teaching sector  

from 4 jurisdictions 

Table 5.2 Percentage of respondents by teaching sector  

From 4 jurisdictions  

Table 5.3 Number of respondents by teaching experience  

from 4 jurisdictions 

Table 5.4 Percentage of respondents by teaching experience  

from 4 jurisdictions 

Table 5.5  Number of respondents by gender/age  

from 4 jurisdictions 

Table 5.6 Percentage of respondents by gender/ age 

from 4 jurisdictions  

Table 5.7 Number of respondents by gender/sector/age  

from 4 jurisdictions 

Table 5.8 Percentage of respondents by gender/sector/age from  

4 jurisdictions  
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Table 5.1: Number of respondents by teaching sector from 4 jurisdictions 

 

 

Table 5.2: Percentage of respondents by teaching sector from 4 jurisdictions  
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Table 5.3: Number of respondents by teaching experience from 4 jurisdictions 

 

 

Table 5.4: Percentage of respondents by teaching experience from 4  

jurisdictions  
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Table 5.5: Number of respondents by gender/age from 4 jurisdictions 

 

 

Table 5.6: Percentage of respondents by gender/ age from 4 jurisdictions 
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Table 5.7: Number of respondents by gender/sector/age from 4 jurisdictions 

 

 

Table 5.8: Percentage of respondents by gender/sector/age from 4 
jurisdictions 

 

 



88 
 

5.2.2 Motivation to Teach 

This section deals with Qs. 9 and 10, documenting motivating factors in choosing teaching 

as a profession and the influence of significant people in making this choice.  In Q.9 

ǊŜǎǇƻƴŘŜƴǘǎ ǿŜǊŜ ŀǎƪŜŘ άhƴ ǊŜŦƭŜŎǘƛƻƴΣ ǿƘŀǘ ƳƻǘƛǾŀǘŜŘ ȅƻǳ ǘƻ ōŜ ŀ ǘŜŀŎƘŜǊέ ŀƴŘ the 

responses, 9.01 ς 9.15, are charted in Table 5.9(a): Irish respondents and Table 5.9(b): all 

ǊŜǎǇƻƴŘŜƴǘǎΦ   vǳŜǎǘƛƻƴ мл ŀǎƪŜŘ ά²ƘƻκǿƘŀǘ ƛƴŦƭǳŜƴŎŜŘ ȅƻǳǊ ŘŜŎƛǎƛƻƴ ǘƻ ōŜ ŀ ǘŜŀŎƘŜǊΚέ 

and the responses 10.01 - 10.8 are charted in Tables 5.10(a): Irish respondents and Table 

5.10(b): all respondents.  This information could be important when considering the need 

for opportunities for regenerative CPD where teachers may need to be refocused and re-

enthused.  

The reader is reminded here that in this chapter, the (a) tables refer to the Irish 

respondents only and the (b) tables refer to all respondents.  A complete set of bar charts, 

illustrating the results for each proposed response in the questionnaire, analysed by region, 

is available for Question 9 at Appendix 9 (pp.27-35, Vol.2), and for Question 10 at Appendix 

10 (pp.36-40, Vol.2) . 

Both the Irish and international teacher participants in this study clearly stated that the 

Ƴƻǎǘ ƛƳǇƻǊǘŀƴǘ ǊŜŀǎƻƴǎ ŦƻǊ ǿŀƴǘƛƴƎ ǘƻ ōŜ ŀ ǘŜŀŎƘŜǊ ǿŜǊŜ άǘƻ ƳŀƪŜ ŀ ŘƛŦŦŜǊŜƴŎŜϦ όфΦлмύΣ  Ϧǘƻ 

work with children/young people" (9.02) and "to impart knowledge" (9.03). The lowest 

ǊŀƴƪƛƴƎ ǊŜŀǎƻƴǎ ǿŜǊŜ ƎƛǾŜƴ ŀǎ Ϧǘƻ ƘŀǾŜ ǎƘƻǊǘ ǿƻǊƪƛƴƎ ƘƻǳǊǎέ όфΦ11) and άǘƻ ƘŀǾŜ ƭƻƴƎ 

holidays" (9.12).   These results correlate closely with the findings of Canrinus et al (2011) 

from their research data on 1,214 secondary school teachers in the Netherlands in relation 

ǘƻ ǘŜŀŎƘŜǊǎΩ ǎŜƴǎŜ ƻŦ ǇǊƻŦŜǎǎƛƻƴŀƭ ƛŘŜƴǘƛǘȅ ǿƘŜǊe 

ΧǘƘŜ ŀƴǎǿŜǊǎ ǘƻ ǘƘŜ ƻǇŜƴ-ŜƴŘŜŘ ǉǳŜǎǘƛƻƴ ƻƴ ǘŜŀŎƘŜǊǎΩ ǊŜŀǎƻƴǎ ǘƻ ōŜŎƻƳŜ ŀ 
ǘŜŀŎƘŜǊ ǊŜǾŜŀƭŜŘ ǘƘŀǘΧworking with children and adolescents had been 
mentioned by the highest percentage of teachers.  Love for subject matter, 
transfer of knowledge and skills and intrinsic career value (referring to 
interest in teaching and always having wanted to become a teacher) are the 
three most mentioned reasons (p.602). 
 

With regard to Q.10, on who/what influenced them to be teachers, the majority of Irish and 

international respondents chose 10.05, saying that they were self-motivated.  After self-

motivation, the questionnaire respondents said that teachers and parents had the greatest 

influence on their decision to become teachers.  
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Table 5.9(a): Motivation to be a teacher ς Irish Respondents
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Table 5.9(b): Motivation to be a teacher ς All Respondents   
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It is heartening that teachers want to impart knowledge, to share their own love of learning 

ŀƴŘ ǘƻ ƳŀƪŜ ŀ ŘƛŦŦŜǊŜƴŎŜ ƛƴ ǘƘŜƛǊ ǎǘǳŘŜƴǘǎΩ ƭƛǾŜǎΦ  ¢Ƙƛǎ ƛǎ ŀƭǎƻ ǊŜƭŜǾŀƴǘ ǘƻ ǘƘŜ ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ ŀ 

framework for transformative CPD for teachers.  The importance of transformative learning for 

teachers, in relation to understanding students and making a difference, is highlighted by 

Cranton and Carusetta (2004) who state that   

As the frame of reference for the concept of student becomes more open 
and permeable through transformative learning, it allows for the 
development of  genuine relationships with students in which the educator 
makes a difference in their lives and feels a difference in his/her life (p.291). 

Making a difference is fundamental to the aims of education in the Introduction to the Primary 

Schooƭ /ǳǊǊƛŎǳƭǳƳ όмфффύ ǿƘƛŎƘ ǎǘŀǘŜǎ ǘƘŀǘ ά9ŘǳŎŀǘƛƻƴ ƛǎ ŀƴ ƛƳǇƻǊǘŀƴǘ ŦŀŎǘƻǊ ōƻǘƘ ƛƴ ǘƘŜ Řŀȅ-

to-day development of the child and in contributing to the personal, social, cultural and 

economic fulfilment of the future aduƭǘΦέ όǇΦǾƛƛύΦ Lƴ ǘƘŀǘ ŎƻƴǘŜȄǘΣ in their professional role as 

educators of young people, teachers bear much responsibility for the fulfilment of the aims of 

ŜŘǳŎŀǘƛƻƴΦ  ¢ƘŜǊŜŦƻǊŜΣ ƛǘ ƛǎ ǿƻǊǘƘ ŜȄŀƳƛƴƛƴƎ ǘƘŜ ǇǊƛƴŎƛǇŀƭ ŦŀŎǘƻǊǎ ƛƴ ǘŜŀŎƘŜǊǎΩ ƳƻǘƛǾŜǎ ǘƻ ŜƴǘŜǊ 

the profession, as illustrated in Tables 9(a) and 9(b).  To do this, the three highest ranking 

responses are considered separately at first and then as an integrated whole.   

CƛǊǎǘƭȅΣ άƳŀƪƛƴƎ ŀ ŘƛŦŦŜǊŜƴŎŜέ Ŏŀƴ ƳŜŀƴ ŎǊŜŀǘƛƴƎ ǎƻƳŜǘƘƛƴƎ ƴŜǿΣ ōǊƛƴƎƛƴƎ ŀōƻǳǘ ŎƘŀƴƎŜΣ ōŜƛƴƎ 

an agent of transformation or altering a situation.  Where practice is in good order, this is 

facilitated through building productive relationships between the teacher and the 

pupil/student, and in co-operation with parents/guardians and the wider society, whereby 

teachers help young people to achieve their potential as people and as learners.  Young 

ǇŜƻǇƭŜΩǎ ƭƛǾŜǎ ŀǎ ǘƘŜȅ ŀǊŜ ŜȄǇŜǊƛŜƴŎŜŘ ŎǳǊǊŜƴǘƭȅΣ ŀƴŘ ǘƘŜ ǇǊƻƳƛǎŜ ƻŦ ǘƘŜƛǊ ŦǳǘǳǊŜ ƭƛǾŜǎΣ Ŏŀƴ ōŜ 

ŎƘŀƴƎŜŘ ŀƴŘ ǘǊŀƴǎŦƻǊƳŜŘ ŀǎ ŀ ǊŜǎǳƭǘ ƻŦ ǘŜŀŎƘŜǊǎΩ ŜƴŘŜŀǾƻǳǊǎΦ  CƻǊ ŜŀŎƘ ȅƻǳƴƎ ǇŜǊǎƻƴΣ 

schooling is a unique experience and it is incumbent on the teacher to ensure that it is a 

ǇƻǎƛǘƛǾŜ ŜȄǇŜǊƛŜƴŎŜ ŀǎ ǘƘŜ ǎŎƘƻƻƭ ŦŀŎƛƭƛǘŀǘŜǎ ǘƘŜ ȅƻǳƴƎ ǇŜǊǎƻƴΩǎ ŘŜǾŜƭƻǇƳŜƴǘ ŀǎ ŀƴ ƛƴŘƛǾƛŘǳŀƭ 

and also as a member of society.  At another level, for some children, making a difference can 

mean providing a safe environment where school is a haven of warmth, love and attention in 

contrast to a different atmosphere in the home.   

{ŜŎƻƴŘƭȅΣ ǘŜŀŎƘŜǊǎΩ ƳƻǘƛǾŀǘƛƻƴ Ϧǘƻ ǿƻǊƪ ǿƛǘƘ ŎƘƛƭŘǊŜƴκȅƻǳƴƎ ǇŜƻǇƭŜϦ ǎǳƎƎŜǎǘǎ ǘƘŀǘ ǘƘŜǊŜ ƛǎ ŀ 

caring, ƴǳǊǘǳǊƛƴƎ ǎƛŘŜ ǘƻ ǘƘŜ ǘŜŀŎƘŜǊΩǎ ǇŜǊǎƻƴŀƭƛǘȅΦ  .ȅ ǾƛǊǘǳŜ ƻŦ ǘƘŜƛǊ ŀƎŜ ŀƴŘ ƭŀŎƪ ƻŦ ŜȄǇŜǊƛŜƴŎŜ 

in the world, young people need guidance, direction, supervision and leadership as they grow 

and mature.  Young people also need personalised attention, they need to know that the 
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teacher cares, they need to be respected, they need to have fun, and they need the teacher to 

be kind and fair.     

¢ƘƛǊŘƭȅΣ ƛǘ ǿŀǎ ǘǊŀŘƛǘƛƻƴŀƭ ǘƘŀǘ άƛƳǇŀǊǘƛƴƎ ƪƴƻǿƭŜŘƎŜέ ǿŀǎ ǎŜŜƴ ǘƻ ōŜ ǘƘŜ ǘŜŀŎƘŜǊΩǎ ƧƻōΦ  Lǘ ƛǎ 

interesting, but maybe not surprising, that teachers ranked this as being a very important 

motivator in their choice of career.   While knowledge is central to teaching and learning, the 

ŀŎǘ ƻŦ άƛƳǇŀǊǘƛƴƎέ ƪƴƻǿƭŜŘƎŜ ƛǎ ƴƻ ƭƻƴƎŜǊ ǎŜŜƴ ŀǎ ōŜƛƴƎ ƻŦ ǇŀǊŀƳƻǳƴǘ ƛƳǇƻǊǘŀƴŎŜΣ ǘƻ ǘƘŜ 

same extent as it was in former times.  Nowadays, it is increasingly recognised that education 

means ŦŀŎƛƭƛǘŀǘƛƴƎ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ƭƻǾŜ ƻŦ ƭŜŀǊƴƛƴƎΣ ŘŜǾŜƭƻǇƛƴƎ ǘƘŜƛǊ ƘƛƎƘŜǊ ƻǊŘŜǊ ǘƘƛƴƪƛƴƎ ǎƪƛƭƭǎ 

and enabling them to source knowledge via modern media.  

Taken as an integrated whole, the role of the teacher in making a difference in the lives of 

young people, doing so because of a wish to work with young people and wanting to impart 

knowledge requires continuous reflection, together with personal and professional 

development on the part of the teacher.  School can be the place where rapid changes in 

technology are first brought to the attention of the teacher and these can challenge the 

teacher if he/she is not as up-to-date as the students.   Social and behavioural changes can also 

pose challenges for teachers in the classroom.  While teachers have to pursue the common 

good in the classroom, they also have to be vigilant in ensuring that they understand and can 

cater for individual young people's needs.  Broadly speakingΣ ǘƘƛǎ ƛǎ ǇŀǊǘ ƻŦ ǘŜŀŎƘŜǊǎΩ ǇŀǎǘƻǊŀƭ 

role and this requires teachers to understand society and how it impacts on young people.  In 

their academic role, teachers must fulfil the requirements of the curriculum or syllabus and 

keep abreast of developments in subject pedagogy.  In both  the pastoral and academic roles,  

ǘŜŀŎƘŜǊǎ ǿƛƭƭ ƘŀǾŜ /t5 ƴŜŜŘǎ ǿƘƛŎƘ ŀǊŜ ǊŜƭŀǘŜŘ ǘƻΣ ŀƴŘ Ŧƭƻǿ ŦǊƻƳΣ ǘŜŀŎƘŜǊǎΩ ƻǿƴ ƛŘŜƴǘƛŦƛŎŀǘƛƻƴ 

of the reasons they wanted to teach, i.e., to make a difference.   

Returning to the issue of identifying the people who influenced teachers to decide on teaching 

as a career, in most of the responses to Q.10, teachers declared themselves to be largely self-

ƳƻǘƛǾŀǘŜŘΦ  ¢Ƙƛǎ ǊŜǎƻƴŀǘŜǎ ǿƛǘƘ ǘŜŀŎƘŜǊǎΩ ǊŜǎǇƻƴǎŜǎ ǘƻ vǳŜǎǘƛƻƴ фΦ  Lǘ ƛƴŘƛŎŀǘŜǎ ŀ ǎǘǊƻƴƎ 

personal desire to be a teacher rather than being influenced by external factors or even by 

significant people in their lives.  While the combined responses from all regions show the 

majority of teachers to be self-motivated, the disaggregated results show Ireland to be 

somewhat different.  Here, parents and teachers in Ireland were slightly more influential than 

in other regions in their influence on would-be teachers. 
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Table 5.10(a): Influences to become a teacher ς Irish Respondents  
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Table 5.10(b): Influences to become a teacher - All Respondents   
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Traditionally, in Ireland, having a secure pensionable job, such as teaching, was highly valued.  

Thus, many parents encouraged their children into the profession.  Also, teachers who saw a 

potential aptitude for teaching in their students were in a position to encourage and influence 

them.  Given the current straitened circumstances in the country in relation to the education 

system, together with economic and societal issues, the attraction of teaching as a profession 

may change for better or for worse in the future. Ideally, one hopes that teaching will continue 

to attract high calibre entrants and make teaching as a profession even more desirable, if 

possible.  On the other hand, the economic downturn of recent years has impacted on 

ǘŜŀŎƘŜǊǎΩ ŎƻƴŘƛǘƛƻƴǎ of service, including salaries, which are unlikely to improve in the 

foreseeable future.  Also, speaking to teachers, some say they would not encourage their own 

ŎƘƛƭŘǊŜƴ ǘƻ ŜƴǘŜǊ ǘƘŜ ǇǊƻŦŜǎǎƛƻƴ ŀƴŘ ǘŜŀŎƘŜǊǎΩ ƻǿƴ ŎƘƛƭŘǊŜƴ ƘŀǾŜ ōŜŜƴ ƘŜŀǊŘ ǘƻ ǎŀȅ ǘƘŀǘ ǘƘŜȅ 

would not want to experience the very demanding life of their parents, as they observe it.   It is 

ǿƻǊǘƘ ǉǳƻǘƛƴƎ {ŀƘƭōŜǊƎ όнлмнύ ǿƘƻ άƴƻǘŜŘ ǘƘŜ ƘƛƎƘ ŎŀƭƛōǊŜ ƻŦ ŜƴǘǊŀƴǘǎ ǘƻ L¢9 ƛƴ LǊŜƭŀƴŘ ŀƴŘ 

concluded that the academic standard of applicants is amongst the highest, if not the highest, 

ƛƴ ǘƘŜ ǿƻǊƭŘέ όǇΦмфύΦ  {ŀƘƭōŜǊƎ ŘǊŜǿ ǘƘƛǎ ŎƻƴŎƭǳǎƛƻƴ ŦǊƻƳ IȅƭŀƴŘΩǎ όнлмнύ ǊŜǎŜŀǊŎƘ ǿƘƛŎƘ ŦƻǳƴŘ 

that  

Ireland is particularly fortunate that to date, virtually all its publicly-funded 
undergraduate primary teacher education programmes attract recruits from 
the top 15% of academic achievers in the (school) Leaving Certificate 
examination9.  Competition is also very keen for entry to post-primary 
teaching, with many of the top achievers at undergraduate level accepting a 
place on the consecutive Professional Diploma in Education (p.8). 
 

Happily, the attraction of teaching as a profession has not diminished in this country in recent 

years as is evidenced by the continuing high standards (measured by Leaving Certificate points 

results) achieved by students who go into undergraduate programmes of initial teacher 

education, mainly in the primary sector. 

As they were self-motivated, it may be deduced that the respondents saw teaching as a career 

in a very positive light.  Despite not rankƛƴƎ ƘƛƎƘƭȅ ǘŜŀŎƘŜǊǎΩ ƛƴŦƭǳŜƴŎŜ ƻƴ ǘƘŜƳ ǘƻ ōŜŎƻƳŜ 

teachers, this is a particularly significant finding as their prior knowledge of teaching was most 

likely based on their own experience as students in school.  That experience may have 

encompassed some or all of the following probabilities: they were happy in school; they 

admired their teachers; they liked learning; they enjoyed the social dimension of school and 

the camaraderie with fellow students; they gained recognition in school for their talents; they 

associated school with an interesting variety of activities and much more.   In a minority of 

                                                           
9
 ά¢ƘŜ Ŏǳǘ-off point in 2011 for B.Ed. programmes in colleges of primary teacher education was 470 out 

of 600 points.  An analysis of CAO figures shows that only 15% of students who applied for a place in 
higher education achieved points equal to or higher ǘƘŀƴ ǘƘƛǎΦέ  όIȅƭŀƴŘ нлммύΦ 
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cases, some teachers with negative memories of their own schooling admit to entering the 

profession to change the system from within, ensuring that young people in their care will 

have a good school experience, unlike their own experience. This is supported by a strongly-

worded comment from a Canadian respondent to this section of the questionnaire who said:      

I wanted to be a better teacher, than what [teachers] I had had, growing up.  I 
think children deserve enthusiastic, knowledgeable and adaptable teachers, 
with consistent discipline, who change their curriculum to suit their classes, 
rather than teaching the exact same lessons every year for 15 years!  Some of 
my own teachers were well-meaning but ill equipped to teach their assigned 
subject or grade levels, while others were boring, outdated, inappropriate, and 
ŜǾŜƴ ŎǊǳŜƭΦ  {ƻƳŜ ƻŦ Ƴȅ ŎƭŀǎǎƳŀǘŜǎ ΨŦŜƭƭ ǘƘǊƻǳƎƘ ǘƘŜ ŎǊŀŎƪǎΩ ōŜŎŀǳǎŜ ƻŦ ǘƘƻǎŜ 
teachers, and I wanted to try to improve the odds for those kinds of 
children/youth now. Throughout my 22 years of primary, secondary and 
tertiary education, I have had only 12 excellent teachers, most of which were 
at the university level.  With schooling getting tougher (more learning 
expectations, at earlier and earlier ages), I want to do my part to help children 
be successful (BC.35). 
 

It may be noted that there has been greater elaboration of this section than will be afforded 

the sections that follow. The reason is that this represents the voice of teachers themselves 

giving expression to a very personal dimension of their beings, their motivation to teach.  This 

Ƴŀȅ ōŜ ƻŦ ǎƛƎƴƛŦƛŎŀƴŎŜ ǿƘŜƴ ŎƻƴǎƛŘŜǊƛƴƎ ǘŜŀŎƘŜǊǎΩ ǇƻǘŜƴǘƛŀƭ ǊŜŀŘƛƴŜǎǎ ŦƻǊ ǘǊŀƴǎŦƻǊƳŀǘƛǾŜ /t5 

which re-engages them with, and renews, that initial motivation in wanting to make a 

difference in the lives of young people. 

5.2.3 Initial Teacher Education 

This theme is covered in Q. 11 where respondents were asked to tick the areas of study 

covered in their programmes of Initial Teacher Education (ITE), and to indicate how they were 

delivered or facilitated, i.e., were they dealt with as separate or as integrated areas of study or 

as a combination of both. The responses on ITE in Qs. 11.01 ς 11.20 are charted in Tables 

5.11(a) and 5.11(b).  A complete set of bar charts, illustrating the results for each proposed 

response in the questionnaire, analysed by region, is available for Question 11 at Appendix 11 

(pp.41-51, Vol.2). 

This question is important for a number of reasons.  It sought to identify the areas of study in 

ǊŜǎǇƻƴŘŜƴǘǎΩ ǇǊƻƎǊŀƳƳŜǎ ƻŦ L¢9Φ  Lǘ ŀƛƳŜŘ ǘƻ ŜǎǘŀōƭƛǎƘ ǘƘŜ ŦƛǊǎǘ steps in translating the 

motivation to teach into the reality of being educated as a teacher. In the context of the 

research question specifically, it sought to ascertain whether or not there might be significant 

areas of learning for teachers which were not covered in their ITE programmes, e.g., Social 

Inclusion, Differentiation, etc.  ¢ƘŜǎŜ ŀǊŜŀǎ ƳƛƎƘǘ ƴŜŜŘ ǘƻ ōŜ ŀŘŘǊŜǎǎŜŘ ǘƘǊƻǳƎƘ ǘŜŀŎƘŜǊǎΩ /t5Φ  
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The responses in relation to ITE programmes indicate that the foundation studies, i.e., History 

of Education (11.01), Philosophy of Education (11.02), Sociology of Education (11.03) and 

Educational Psychology (11.04), were mainly covered as discrete areas of learning while a 

greater proportion of the Pedagogical and Professional Studies were studied in an integrated 

way.  It is also clear from the survey results that some areas of study were treated separately 

to a greater extent than one would expect, or that is desirable and beneficial, e.g., Teaching 

Methodologies (11.09), Implementing a Curriculum/Syllabus (11.11), and Classroom 

Management Practices (11.13).   This is true for all regions and, when examined separately, it 

also holds true for Ireland.   

It is important to note that the separate attention to the foundation studies is not necessarily a 

cause for concern.  However, it becomes problematic where the design of programmes of ITE 

results in fragmentation, i.e., where there is a lack of connectedness and coherence between 

the foundation studies and the pedagogical areas.  In 2009, the Teaching Council, as part of its 

statutory remit, began the process of reviewing and accrediting programmes of initial teacher 

education.  Following the initial reviews, in the majority of its review reports, the Council 

recommended that there would be greater integration of theory and practice. The Review 

Reports are to be found on the Teaching Council website at www.teachingcouncil.ie . 

New issues in education are emerging and these have to be catered for in teacher education, 

as indicated previously.  In Ireland, programmes of ITE are being reconceptualised whereby 

changes are begin introduced in light of research on teacher education and in the context of 

the extended programme duration.  However, this will only benefit newly qualified teachers 

from 2014 onwards.  As graduates of the re-conceptualised programmes take up teaching 

appointments in schools they will bring new thinking and new ways of working with them 

which will be observed, and may be adopted, by colleagues.  Also, over time, as these 

graduates are promoted into senior positions, particularly as Principal Teachers, they will be in 

a position to lead the implementation of change in schools. 

 

   

http://www.teachingcouncil.ie/
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Table 5.11(a): Experience of Initial Teacher Education ς Irish Respondents
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 Table 5.11(b): Experience of Initial Teacher Education ς All Respondents
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5.2.4 Professional Identity 

¢Ƙƛǎ ǘƘŜƳŜ ƛǎ ŎƻǾŜǊŜŘ ƛƴ vǳŜǎǘƛƻƴ мн ǳƴŘŜǊ ǘƘŜ ƘŜŀŘƛƴƎ ά¢ŜŀŎƘƛƴƎ ŀǎ ŀ tǊƻŦŜǎǎƛƻƴέ ǿƘŜǊŜ 

respondents were ŀǎƪŜŘ άBased on your personal and professional experience, and on your 

observation and knowledge of professional practice in teaching, please indicate the extent to 

ǿƘƛŎƘ ȅƻǳ ŀƎǊŜŜ ǿƛǘƘ ǘƘŜ ŦƻƭƭƻǿƛƴƎ ǎǘŀǘŜƳŜƴǘǎΧέΦ  ¢ƘŜ ǎǘŀǘŜƳŜƴǘǎ ǊŜƭŀǘŜŘ ǘƻ ǘŜŀŎƘŜǊǎΩ 

professional identity and also included aspects of the public perception of the teaching 

profession.  The responses 12.01 - 12.30 are charted in Tables 5.12(a) and 5.12(b). A complete 

set of bar charts, illustrating the results for each proposed response in the questionnaire, 

analysed by region, is available for Question 12 at Appendix 12 (pp.52-67, Vol.2). 

As can be seen from Tables 5.12(a) and 5.12(b), the most striking findings on teaching as a 

profession were that the majority of respondents strongly agreed with the statements that 

"teachers deal with complex situations" (12.10), that "the professional role of teachers extends 

beyond the transmission of knowledge" (12.13) and that "a teacher's role includes accepting 

and promoting the values of justice and equality" (12.24).  These were followed closely by 

agreement that "classroom engagement is based on positive student-teacher relationships" 

(12.23) and that "teaching has a distinct body of professional knowledge" (12.11).   While a 

sizeable number of teachers agree, only a small number strongly agree that "teaching is a high-

status profession" (12.01) or that "teachers enjoy a high level of public trust" (12.05).  The 

evidence also indicates that a significant number of teachers in all jurisdictions surveyed feel 

undervalued and under-rewarded.  

These responses indicate that teachers have a strong sense of their professional identity with 

ǊŜƎŀǊŘ ǘƻ ǇǊƻŦŜǎǎƛƻƴŀƭ ƪƴƻǿƭŜŘƎŜΣ ǘƘŜ ŎƻƳǇƭŜȄƛǘȅ ƻŦ ǘƘŜ ǘŜŀŎƘŜǊΩǎ Ǌƻle and the extension of 

the role of the teacher beyond the imparting of knowledge referred to in the responses to 

Question 9 on motivation to be a teacher. The agreement with the role of the teacher in 

relation to social justice also echoes the motivation to make a difference which was evident in 

the responses to Question 9.  However, teachers do not seem to believe that the general 

public has a high regard for the profession of teaching.  Teachers frequently cite media 

coverage of the profession as being negative, but this is just one perspective.  An attitudinal 

survey on the public perception of teachers, conducted in 2009 by an independent company 

on behalf of the Teaching Council (Appendix 7, p.25, Vol.2) found that there was a high level of 

trust in teachers and a high level of satisfaction with their work.  Relevant extracts from that 

ǎǳǊǾŜȅ ǎƘƻǿ ǘƘŀǘ ǘŜŀŎƘŜǊǎ ŀǊŜ ǊŀƴƪŜŘ ǎŜŎƻƴŘ ǘƻ ƴǳǊǎŜǎ ƛƴ ǘŜǊƳǎ ƻŦ ǇŜƻǇƭŜΩǎ ǎŀǘƛǎŦŀŎǘƛƻƴ ǿƛǘƘ 

their work and teachers are ranked third after doctors and nurses in terms of ǇŜƻǇƭŜΩǎ ƭŜǾŜƭ ƻŦ 

trust in them.  A survey carried out on behalf of the Medical Council (Appendix 8, p.26. Vol.2), 
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Table 5.12(a): ¢ŜŀŎƘŜǊǎΩ ƻǇƛƴƛƻƴǎ ƻƴ ǘŜŀŎƘƛƴƎ ŀǎ ŀ ǇǊƻŦŜǎǎƛƻƴ ς Irish Respondents
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Table 5.12(b): ¢ŜŀŎƘŜǊǎΩ ƻǇƛƴƛƻƴǎ ƻƴ ǘŜŀŎƘƛƴƎ ŀǎ ŀ profession ς All Respondents 
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the professional body for doctors, in 2012 found that teachers were ranked second to doctors 

ǿƛǘƘ ǊŜƎŀǊŘ ǘƻ ǇŜƻǇƭŜΩǎ ǘǊǳǎǘ ƛƴ ǘƘŜƳ όƴǳǊǎŜǎ ǿŜǊŜ ƴƻǘ ƛƴŎƭǳŘŜŘ ƛƴ ǘƘŀǘ ǎǳǊǾŜȅύΦ 

A strong sense of professional identity is important as it influences the self-confidence of the 

ǘŜŀŎƘŜǊΣ ǿƘƛŎƘ ƛƴ ǘǳǊƴ ƛǎ ǊŜŦƭŜŎǘŜŘ ƛƴ ǘƘŜ ǘŜŀŎƘŜǊΩǎ ǇǊƻŦŜǎǎƛƻƴŀƭ ǊŜƭŀǘƛƻƴǎƘƛǇ ǿƛǘƘ ǎǘǳŘŜƴǘǎΣ 

parents and colleagues.  Professional identity is also closely related to professional 

responsibƛƭƛǘȅ ǿƘƛŎƘ ƛǎ ŀ ƪŜȅ ŀǎǇŜŎǘ ƻŦ ǘŜŀŎƘŜǊǎΩ ŜƴƎŀƎŜƳŜƴǘ ƛƴ ŎƻƴǘƛƴǳƛƴƎ ǇǊƻŦŜǎǎƛƻƴŀƭ 

development.   

5.2.5    Experience of Continuing Professional Development 

The theme, Experience of Continuing Professional Development, is covered in Qs. 13 ς 21, and 

examines: ǊŜǎǇƻƴŘŜƴǘǎΩ ŜƴƎŀƎŜƳŜƴǘ ƛƴ ƴƻƴ-formal professional learning; CPD experienced 

ŘǳǊƛƴƎ ǘƘŜ ǊŜǎǇƻƴŘŜƴǘǎΩ ŎŀǊŜŜǊǎ ǘƻ ŘŀǘŜΣ ƛƴŎƭǳŘƛƴƎ ǘƘŜ ŦƻǊƳŀǘ ŀƴŘ ƳŜǘƘƻŘƻƭƻƎƛŜǎ ǳǎŜŘΤ ǘƘŜ 

ǇŜǊŎŜƛǾŜŘ ōŜƴŜŦƛǘǎ ƻŦ /t5 ǘƻ ǊŜǎǇƻƴŘŜƴǘǎΩ ǇǊƻŦŜǎǎƛƻƴŀƭ ǇǊŀŎǘƛŎŜΤ ǊŜǎǇƻƴŘŜƴǘǎΩ ŀǘǘƛǘǳŘŜǎ ŀnd 

values with regard to CPD and their perception of the support they received to facilitate their 

ŜƴƎŀƎŜƳŜƴǘ ƛƴ /t5Φ  ¢ŜŀŎƘŜǊǎΩ ǊŜǎǇƻƴǎŜǎ ǘƻ ǘƘŜǎŜ ǉǳŜǎǘƛƻƴǎ ŀǊŜ ƛƳǇƻǊǘŀƴǘ ōŜŎŀǳǎŜ ǘŀƪƛƴƎ 

ŎƻƎƴƛǎŀƴŎŜ ƻŦ ǘŜŀŎƘŜǊǎΩ ǾƛŜǿǎ ƻƴ ǘƘŜƛǊ ŜȄǇŜǊƛŜƴŎŜ ƻŦ /t5 ƛƴ ǘƘŜ Ǉŀǎǘ will be valuable in shaping 

CPD for the future.     

The specific focus of the questions under the theme of Experience of Continuing Professional 

Development was set out in the questionnaire as follows: 

¶ Q.13 related to ŀǎǇŜŎǘǎ ƻŦ ǘŜŀŎƘŜǊǎΩ ƴƻƴ-formal professional learning activities. 

¶ Qs.14 and 15 dealt with frequency of engagement and types of formal CPD. 

¶ Qs.16 and 17 dealt with the formats of CPD experienced and the perceived benefits of 

these. 

¶ Q.18 dealt with the CPD methodologies perceived by respondents to be most suited to 

their learning styles and therefore most beneficial to them. 

¶ vΦмф ǎƻǳƎƘǘ ǘƻ ŜƭƛŎƛǘ ǊŜǎǇƻƴŘŜƴǘǎΩ ŀǘǘƛǘǳŘŜǎ ŀƴŘ ǾŀƭǳŜǎ ǊŜƎŀǊŘƛƴƎ /t5Φ 

¶ vΦнл ǉǳŜǊƛŜŘ ǊŜǎǇƻƴŘŜƴǘǎΩ ǇŜǊŎŜǇǘƛƻƴ ƻŦ ǎƻǳǊŎŜǎ ƻŦ ǎǳǇǇƻǊǘ ŦƻǊ ǘƘŜƛǊ /t5Φ 

¶ Q.21 asked about ǊŜǎǇƻƴŘŜƴǘǎΩ ǇŜǊǎƻƴŀƭ ŜȄǇŜǊƛŜƴŎŜ ƻŦ ǘƘŜ ǾŀƭǳŜ ƻŦ /t5 ƛƴ ǘƘŜƛǊ ǿƻǊƪΦ 

Q.13 asked respondents to indicate the frequency of their engagement or association with a 

range of non-formal continuing professional development experiences.   The responses from 

13.01 - 13.05 are charted in Tables 5.13(a) and 5.13(b).   A complete set of bar charts, 

illustrating the results for each proposed response in the questionnaire, analysed by region, is 

available for Question 13 at Appendix 13 (pp.68-76, Vol.2). 



104 
 

The responses to Q.13 indicate that staff meetings are the occasions which are the most 

frequent source of professional engagement for teachers, followed by school department 

meetings. The other areas with which teachers say they engage professionally, though to a 

significantly lesser degree, are elective and mandatory CPD activities respectively. Engagement 

with the latter may not always be wholehearted as there is little choice about participating.   

The highest ranked areas of engagement identified in Q.13 may involve quite low level 

professional development as staff meetings may be based on an agenda of administrative 

rather than professional items.  There may be little opportunity for professional dialogue 

which could greatly enhance the role of the teacher in the classroom and the quality of 

education in the school. Department meetings are more likely to be based on curricula and 

syllabi but teachers may be concerned with planning for the delivery of the subject(s) rather 

ǘƘŀƴ ǎƘŀǊƛƴƎ ŀƴŘ ƛƴǘŜǊǊƻƎŀǘƛƴƎ ŜŀŎƘ ƻǘƘŜǊΩǎ ǇǊŀŎtice in the teaching of the subject(s).   

The lowest ranked area of engagement was that of writing professional material.  This covers 

many areas such as: journal writing which is private and personal to the teacher as in reflective 

pieces on their teaching; writing for academic purposes as in essays, assignments or a thesis as 

part of post-graduate studies and functional writing as in school planning and policies.  

Anecdotally, teachers are frequently heard to speak of their fear of writing and this is quite 

surprising considering that teachers teach their students to write, regardless of what level or 

subject(s) they teach.   

Other less experienced areas of professional engagement were mentoring, liaising with 

Colleges of Education, Universities, the Teaching Council or a similar regulatory body.  

Engagement in these areas is dependent on the opportunities that are available to teachers.  

In that context, an official mentoring programme was not mainstreamed in the State until 

2011 when an induction programme for all newly qualified teachers was introduced. The pilot 

programme on which it as based did afford some teachers the opportunity to be mentors.  In 

the case of liaison with Colleges of Education and Universities, class teachers facilitate school 

placement for student teachers but, to date, in most cases, they do not partner HEIs in the 

process of monitoring and assessing these students.  With regard to liaising with the Teaching 

Council, this is a relatively new body, having been established in 2006.  While all teachers 

employed in State schools are now required to register with the Council, the majority of 

teachers have not developed a strong professional affinity with it, as yet.    

One might have expected evidence of greater involvement in professional bodies, subject 

associations and professional support groups from teachers in the questionnaire responses.  

Such groups are usually organised by teachers for teachers and are normally found to be very  
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Table 5.13(a):   Engagement in non-formal CPD ς Irish Respondents

 

17% 
9% 

20% 20% 22% 
14% 

28% 
19% 

13% 

1% 

48% 

36% 

9% 6% 2% 

33% 

22% 

16% 14% 

30% 

20% 

24% 
32% 

23% 

8% 

37% 

26% 

6% 
4% 

1% 

22% 

18% 
19% 

17% 

20% 

23% 

23% 
19% 

30% 

12% 

6% 

4% 

4% 
4% 

3% 

9% 

3% 

3% 7% 

2% 

7% 

6% 
8% 

7% 

4% 

1% 

1% 

2% 
1% 

2% 

19% 

48% 
42% 42% 

26% 
36% 

19% 22% 
27% 

74% 

9% 

33% 

79% 
84% 

91% 

0%

10%

20%

30%

40%

50%

60%

70%

80%

90%

100%

No Response

Rare

Occasional

Frequent

Very
Frequent



106 
 

Table 5.13(b)   Engagement in non-formal CPD  ς All Respondents 
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Table 5.14(a): Participation in formal CPD to date ς Irish Respondents 
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   Table 5.14(b):  Participation in formal CPD to date ς All Respondents  

 

25% 28% 

45% 

20% 
12% 

20% 20% 

7% 

26% 

51% 

37% 

29% 

22% 

28% 30% 

14% 

21% 

16% 15% 

20% 

30% 

25% 23% 

30% 

21% 

3% 2% 

21% 
28% 

18% 15% 

34% 

7% 
2% 2% 

10% 8% 8% 11% 
15% 

0%

10%

20%

30%

40%

50%

60%

70%

80%

90%

100%

No Response

Never

Rarely

Frequently

Very
Frequently



109 
 

 Table 5.15(a):      Participation in formal CPD in recent years ς Irish Respondents 
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Table 5.15(b): Participation in formal CPD in recent years ς All Respondents 
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beneficial by their members.  Issues such as time, distance from the meeting venue and other 

commitments may be factors which contribute to non-participation.  This will be explored 

further in the individual stakeholder interviews and in the focus group interviews. 

Qs.14 and 15 were similar in so far as they presented teachers with a list of formal CPD 

provision.  In Q.14, respondents were asked to indicate the frequency of their engagement, if 

any, with these CPD provisions over the span of their career.  Q.15 sought a straightforward 

indication of engagement or non-engagement in the same type of provision over the previous 

five years.  The responses from 14.01 - 14.08 and 15.01 ς 15.08 are charted in Tables 5.14(a), 

5.14(b), 5.15(a) and 5.15(b).  Complete sets of bar charts for Questions 14 and 15 are available 

at Appendix 14 (pp.77-81, Vol.2) and Appendix 15 (pp.82-86, Vol.2), respectively.  

Lƴ ǘƘŜ LǊƛǎƘ ŎƻƴǘŜȄǘΣ ǘƘŜǊŜ Ƙŀǎ ōŜŜƴ ŀ ǿƛŘŜ ǊŀƴƎŜ ƻŦ ƻǇǇƻǊǘǳƴƛǘƛŜǎ ŦƻǊ ǘŜŀŎƘŜǊǎΩ ŜƴƎŀƎŜment in 

formal CPD over the past 10 ς 15 years.  The national, system-based provision through the 

Department of Education and Skills and the local provision through the Education Centres have 

been outlined in Chapter 2 on the background and context for teaŎƘŜǊǎΩ /t5 ƛƴ LǊŜƭŀƴŘΦ DƛǾŜƴ 

the extensive provision, albeit sometimes on an ad hoc basis, it would be expected that the 

Irish responses would show active participation in CPD.  

According to the responses to Q.14, from all participants, the CPD most frequently engaged 

with was school-based CPD activity, optional CPD organised locally or regionally and 

mandatory CPD organised nationally. The responses for Q.15 mirrored those for Q.14.  Most 

teachers had engaged in school-based CPD followed closely by optional CPD organised 

nationally or regionally.  These areas will be pursued further in the interviews and focus group 

meetings to establish, if possible, the types and levels of CPD engaged in at school level, 

regionally and nationally. 

Qs.16 and 17 respectively, sought to identify the formats of CPD with which teachers most 

frequently engaged and the formats of CPD which teachers found most beneficial.  The list of 

possible CPD formats is identical in both questions. The responses for 16.01 - 16.08 and 17.01 - 

17.08 are charted in Tables 5.16(a), 5.16(b), 5.17(a) and 5.17(b).  Complete sets of bar charts 

for Questions 16 and 17 are available at Appendix 16 (pp.87-91, Vol.2) and Appendix 17 

(pp.92-96), respectively. 

The CPD format most frequently experienced by all participants combined and by Irish 

respondents separately, was that of formal lectures, interactive seminars, CPD as a 

collaborative process with colleagues and information delivery seminars.  The format of CPD 

found most beneficial was similar for both groups, i.e., CPD as a collaborative process with 



112 
 

colleagues, interactive seminars and professional network or support group discussion. 

Therefore, a parallel can be found in that that which was most frequently experienced was also 

that which was most beneficial in two areas, i.e., collaboration with colleagues and interactive 

seminars.  It is significant that practising teachers rate collaboration with colleagues highly as it 

is noted that this did not feature highly as a motivating factor in Question 9.   
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    Table 5.16(a):    Format of CPD experienced ς Irish Respondents 
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 Table 5.16(b):  Format of CPD experienced ςAll Respondents 
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Table 5.17(a):   Benefits of various formats of CPD ς Irish Respondents       
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             Table 5.17(b):   Benefits of various formats of CPD ς All Respondents 

 

14% 
21% 

57% 

41% 

9% 

42% 
50% 

61% 38% 

53% 

32% 

36% 

29% 

33% 

33% 

24% 
38% 

21% 
2% 

10% 

32% 

4% 

4% 
2% 

8% 
2% 

1% 
2% 

12% 
2% 

2% 2% 

4% 3% 
8% 12% 

18% 18% 
12% 10% 

0%

10%

20%

30%

40%

50%

60%

70%

80%

90%

100%

No Response

Not Benefical

Less Benefical

Benefical

Highly Benefical



117 
 

Q.18 aimed to ascertain the methodologies used in CPD activities which best suited the 

ǊŜǎǇƻƴŘŜƴǘǎΩ ƭŜŀǊƴƛƴƎ ǎǘȅƭŜǎ ŀƴŘ ǿƘƛŎƘ ǿŜǊŜ Ƴƻǎǘ ōŜƴŜŦƛŎƛŀƭ ǘƻ ǘhem as teachers. The 

responses 18.01 - 18.15 are charted in Tables 5.18(a) and 5.18(b).  A complete set of bar 

charts, illustrating the results for each proposed response in the questionnaire, analysed by 

region, is available for Question 18 at Appendix 18 (pp.97-104, Vol.2). While there is a clear 

distinction in the survey between Qs. 16 and 17 which pertain to the format of CPD and Q.18 

which deals with CPD methodologies, there is also some overlap between these two aspects of 

CPD. 

The survey findings from Q.18 show that the methodologies which teachers found best suited 

their learning styles and those that were most beneficial in their teaching were 

demonstrations/modelling, making and doing and small group activities.  These usually provide 

concrete ideas which teachers can replicate in the classroom and, anecdotally, those engaged 

in facilitating CPD in Ireland find that, on the whole, this is what teachers want from CPD. 

¢ŜŀŎƘŜǊǎΩ ƛƴǘŜǊŜǎǘ ƛƴ /t5 ǿƘƛŎƘ ǇǊƻǾƛŘŜǎ ǇǊŀŎǘƛŎŀƭ ƛŘŜŀǎ Ƴŀȅ ōŜ ǎƛƎƴƛŦƛŎŀƴǘ ƛƴ ǘƘŜ context of 

endeavouring to develop a culture of engagement in transformative CPD which may challenge 

ǘŜŀŎƘŜǊǎΩ ǘƘƛƴƪƛƴƎ ŀōƻǳǘ ǘƘŜƛǊ ǇǊŀŎǘƛŎŜΦ    

The lower ranking methodologies were writing activities, listening activities, on-line activities 

and role-play ƻǊ ǎƛƳǳƭŀǘƛƻƴǎΦ ¢ƘŜ ƭŀŎƪ ƻŦ ƛƴǘŜǊŜǎǘ ƛƴ ǿǊƛǘƛƴƎ ŀŎǘƛǾƛǘƛŜǎ ŎƻǊǊŜƭŀǘŜǎ ǿƛǘƘ ǘŜŀŎƘŜǊǎΩ 

low level of engagement with professional writing as indicated in Question 13. As a CPD 

format, on-line activities had not been experienced very frequently according to the response 

in Question 16 nor were they highly regarded as being beneficial in Question 17.  These 

opinions are reinforced here when on-line CPD activities are considered as a CPD 

methodology.  This may be due to lack of opportunity for engagement in on-line CPD activities 

and this will be revisited in the context of future provision for CPD.  
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Table 5.18(a):   Most beneficial CPD methodologies ς Irish Respondents 
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