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ABSTRACT
It is well documented that the integration of inquiry-based learning
(IBL) and problem-based learning (PBL) methodologies in initial
teacher education (ITE) provides opportunities to enhance pre-
service teachers’ research skills. However, few studies articulate
the processes by which teacher educators implement and sustain
these approaches in cross-institutional collaboration. This paper
explores the journey of two teacher educators and their pre-
service teachers, within a cross-institutional study on curriculum
and assessment, problematising aspects of the longitudinal
application of IBL and PBL methodologies. Dialogical reflections
by the teacher educators and a critical friend, along with student
questionnaires, were analysed in this three-year action research
study. Findings demonstrate an increase in pre-service teachers’
research skills but limited transferability of learning to teaching.
The papers’ central contribution proposes that as ITE
reconfiguration evolves programmes can capitalise upon cross-
institutional professional collaborations between teacher
educators. Collaborative IBL and PBL learning spaces can be
creatively explored to enhance transferability, developing pre-
service teachers as researchers, a core element of initial teacher
education programme accreditation.
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Introduction

Teacher education is a complex and non-linear phenomenon influenced and shaped by
multiple variables (OECD 2019; Strom 2015; Walsh and Dolan 2009). In Ireland, part of
this complexity is related to recent curriculum reforms that have conditioned change in
the structure of initial teacher education (ITE) programmes, encouraging them to be
research-based (Gleeson, Sugrue, andO’Flaherty 2017; Sahlberg, Furlong, andMunn 2012).

The necessity of enhancing pre-service teachers’ inquiry and research skills in ITE forms
the backdrop to this study. It is well documented that the implementation of inquiry-based
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learning (IBL) and problem-based learning (PBL) methodologies in ITE settings provides
opportunities to advance research processes and skills in pre-service teachers (Barrett
2017; Levy, Aiyegbayo, and Little 2009; Strom 2015). However, few studies articulate the
ongoing processes by which teacher educators enact and sustain these approaches in ITE
(Tsybulsky et al. 2020). Capturing the collective meaning of the whole process, and proble-
matising aspects of its practice, is also considered essential to understand the complexity of
IBL, but is under investigated (Prinsen 2015). As such, prompted by Prinsen (2015) and
Tsybulsky et al.’s (2020), the aim of this paper is to present a three-year cross-institutional
study on the implementation of IBL and PBL methodologies with pre-service teachers in
curriculum and assessment studies, to problematise aspects of its longitudinal application
in ITE. In order to address this purpose, three research questions were formulated: (1)
To what extent do IBL and PBL methodologies enhance pre-service teachers’ knowledge
and application of curriculum and assessment studies? (2) To what extent do IBL and
PBL methodologies enhance the research skills of pre-service teachers? and (3) What
factors hinder/enable a sustained implementation of IBL and PBL methodologies in ITE?

Theoretical framework

Inquiry and problem-based learning methodologies in ITE

Encompassing the related approaches of PBL, project-based learning, case-based learning
and problem-solving, IBL is often is used to describe approaches that offer pre-service
teachers considerable freedom in defining and directing their inquiries, since it is
oriented towards open-ended questions and problems, and has a clear focus on teaching
pre-service teachers the research approaches and techniques of their disciplines (Levy
et al. 2010). The iterative cycle from an initial questioning and purposeful engagement
with well-designed inquiry tasks takes place in a challenging but supportive setting.
Levy, Aiyegbayo, and Little (2009) identified two main conceptual axes through which
learners viewed experiences, namely an information frame (staff-led through to
student-led) and a discovery frame (exploring and acquiring existing knowledge to par-
ticipating in building knowledge in the discipline) – activities learners engage in maybe in
one quadrant or may extend over more.

In the same vein, Pedaste et al. (2015) developed a synthesised inquiry cycle that com-
bines strengths of existing inquiry-based learning frameworks. In their framework,
inquiry-based learning begins with orientation and flows through conceptualisation to
investigation, where several cycles are possible. PBL is one form of IBL where a problem
is posed which becomes the centre and driving force of the learning. Normally a collabora-
tive group activity, PBL is defined by Yew and Goh (2016, 75–76) as a ‘pedagogical
approach that enables students to learn while engaging actively withmeaningful problems’.
Barrett (2017, 2) explains that ‘a key and defining characteristic of problem-based learning
is that students experience the problem at the start of the learning process before other cur-
riculum inputs’ and adds that the problem motivates students to construct knowledge
through independent study and through dialogue with others. Therefore, on the basis of
these discussions of PBL, the teacher educator is charged with designing a problem effec-
tively, establishing and moderating PBL tutorials (i.e. dialogue and reflection spaces for the
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pre-service teachers), training the pre-service teachers in PBL roles and guiding them in the
direction of high quality, original and ethical research outputs.

By adapting PBL in a research-based ITE programme it is hoped that pre-service tea-
chers are able to utilise educational research as part of their work in school settings (Sahl-
berg, Furlong, and Munn 2012; van der Linden et al. 2012). Making the connection
between research and learning explicit, ensures that such an approach can provide pos-
sibilities for strengthening links between research and teaching in ITE and ultimately in
the school placement experiences (Spronken-Smith and Walker 2010). Indeed, inviting
pre-service teachers to participate in knowledge-building communities and collabor-
ations during their ITE programme may allow for productive teacher educator-pre-
service teacher partnerships, similar to other staff-student relationships (Levy, Little,
and Whelan 2011). Challenges presented by IBL and PBL are also in evidence in the lit-
erature. Gholan (2019) argued for the superiority of guided instruction, except where sig-
nificant prior knowledge is in place, on the basis that IBL and PBL methodologies
(among others) fail to align with established cognitive theory, not least that significant
prior knowledge is a pre-requisite for independent successful knowledge construction.
Barron and Darling-Hammond (2010) also stressed the importance of teacher educators
having a deep understanding of the IBL approach but also of the extensive scaffolding
and constant assessment required. Formulating meaningful questions or learning chal-
lenges and enacting sustained and longitudinal IBL approaches are also considered as
essential for a successful learning journey (Gholan 2019).

As reported in Prinsen (2015), IBL draws on several theoretical frameworks to explain
how learning happens. For the purpose of this study, we drew on experiential learning
theory (Kolb and Kolb 2009), and collaborative inquiry (David 2008). The central
tenets of experiential learning theory adopted for this study were: (1) learning is best con-
ceived as a process; (2) learning requires the resolution of conflicts through dialogue; (3)
learning is a holistic process of adaptation; and (4) learning is the process of creating
knowledge. Experiential learning theory proposes a constructivist theory of learning
whereby social knowledge is created and recreated in the personal knowledge of the
teacher educators and pre-service teachers’ involved in the sustained implementation
of IBL and PBL methodologies (Kolb and Kolb 2009).

The conceptualisation of inquiry, based on a socio-constructivist model of self-regu-
lated learning from Butler and Schnellert (2012), also informed this study. In particular,
a model of self-regulation for professional learning that involves a goal-oriented iterative
cycle that includes defining problems or expectations, setting goals, selecting, adapting, or
inventing task appropriate strategies, self-monitoring outcomes, and revising goals or
approaches to better achieve desired outcomes (Butler, Schnellert, and Cartier 2013). Par-
ticularly, we focused on teachers’ practice-level inquiry. Practice-level inquiry can be con-
ceptualised as teachers’ recursive engagement in planning, enacting, monitoring, and
revising practices to achieve valued goals for their students and their own learning
(Butler and Schnellert 2012).

Curriculum and assessment in ITE

Curriculum studies is a core component of ITE programmes and may be considered as a
place where theories run together to enhance the study of practice, and referring to pre-
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service teachers Malone (2011, 74) stressed ‘(i)n a very real sense, you are the curriculum
(or at least a very important part of it) for the students in your classes’.

According to Simmons and MacLean (2018), curriculum is a dynamic process which
involves teachers navigating policy frameworks to provide success for individual pupils.
Curriculum can be seen, not a product to be delivered uncritically by practitioners
through a ‘tick box’ approach (Priestley and Biesta 2013), but rather a process of
sense-making and the development of contextualised practices (Ketelaar et al. 2012).
Implicated in curriculum is the understanding of sense-making which is enacted from
policy to practice (Blignaut 2008; März and Kelchtermans 2013).

Curriculum is intimately intertwined and constructively aligned with both pedagogy
and assessment (Biggs 1996). Dialogic and collaborative pedagogies as well as the con-
tinuous approach to assessment and the development of teacher agency through the
teacher becoming a curriculum developer is central (Priestley 2016). In bridging a gap
between intended and the received curriculum, the role of assessment – and particularly
formative assessment – is integral in ITE (Walsh and Dolan 2009). Assessment is
intended to establish whether, and to what extent the curriculum intention has been
achieved (Malone 2011). In Ireland for example, a formal, typically written, high-
stakes assessment takes place at the end of the post-primary curriculum. This form of
assessment has the effect of influencing the teaching methodology adopted by teachers
and indeed is a basis for certain preconceived perceptions of curriculum by pre-
service teachers upon entering ITE (MacPhail and Halbert 2010).

Curriculum and assessment studies is a study, in its own right, involving a critically
reflective application of theoretical perspectives of curriculum and assessment to the
practice of teaching and is a core component of initial teacher education programmes.
Though not an applied science, curriculum studies are a form of study ‘which takes
full account of the need for teachers and pre-service teachers to adopt what has been
called an “extended” professionalism, that attitude to their work which make them pro-
fessionals in the full sense rather than merely practitioners’ (Kelly 2009, 27). ITE must be
cognisant of these theoretical and conceptual analyses but also realise that curriculum
and assessment studies may be seen as the mechanics of practical curriculum planning,
development, innovation and evaluation. Integral to these processes lies the capacity to
critically reflect and research, hence the potential value of the use of IBL and PBL meth-
odologies with pre-service teachers.

Pre-service teachers as researchers

The research agenda in ITE and that of practising teachers in Ireland has undergone
much transformation and reform in recent years (O’Donoghue, Harford, and O’Doherty
2017). In fact, there has been a proliferation of discussions on research-led learning in
teacher education (Coolahan et al. 2017; Gleeson, Sugrue, and O’Flaherty 2017; HEA
2019), and McKenney and Schunn (2018) remind us that when we do research on edu-
cation, we are also invariably doing research for education.

Currently all ITE programmes in Ireland are expected to incorporate multiple reflec-
tive and inquiry-led processes, including a substantive research project (MacPhail and
O’Sullivan 2019). The role of research in Irish ITE was highlighted in the 2012 Sahlberg
report which strongly encouraged the enhancement of pre-service teacher learning by an
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increased focus on research (Sahlberg, Furlong, and Munn 2012). The report rec-
ommended strongly that graduate teachers become capable of applying research to
their work in a constructive and reflective way and also lead by example – by encouraging
learning, which is enquiring, engaged and critical (21). In achieving the latter, the report
recommended the creation of synergies through degree programmes and courses to
promote ‘innovative pedagogical practices’ (33).

In summary, we aimed to explore two teacher educators’ journey to enact a three-year
cross-institutional IBL and PBL approach to curriculum and assessment studies in ITE.
Furthermore, prompted by Sahlberg, Furlong, and Munn (2012), the study explored the
complexities of a longitudinal implementation of IBL and PBL methodologies in ITE
programmes.

Method

Research design

A three-year collaborative action research mixed-methods design was adopted in this
study, similar to the work of Murray (2015) and Yin and Buck (2019), following the
model of a reflective teaching cycle (Smith 2001). Collaborative action research
ensured that teacher educators developed and evolved their practice through reflective
teaching cycles including planning, teaching and reflecting (Butler, Schnellert, and
Cartier 2013). Of interest to this study is the more specific concept of dialogical action
research, where the reflective process is situated in the context of dialogue or reflective
conversations between the teacher educators and with a critical friend (Costello,
Conboy, and Donnellan 2015). Figure 1 shows a visual summary of the research
design, the three academic years enactment and the action research cycles.

Research participants

The research participants in this collaborative action research study include three
cohorts: (1) two teacher educators who led the curriculum and assessment module deliv-
ery throughout the three academic years, (2) their pre-service teachers, and (3) an exter-
nal teacher educator who acted as critical friend (Fletcher, Ní Chróinín, and O’Sullivan
2016). Both teacher educators had backgrounds in STEM education and prior experience
with collaborative action research. The three teacher educators are authors of the paper.

Figure 1. Collaborative action research cycles stages and cycles based on Butler, Schnellert, and
Cartier (2013).
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The pre-service teachers included university-based pre-service teachers from a Bache-
lor of Arts (Hons) in Mathematics and Education degree programme and pre-service tea-
chers from an Institute of Technology on a Bachelor of Science in Education (Hons)
Design, Graphics and Construction degree programme who met weekly in the University
setting. The age profile of pre-service teachers on the module (AY2019/20) ranged
between 18 and 25 years, with a minority of mature students aged 25 and over
(<10%). There was a significantly larger number of male participants in both AR
Cycles (Cycle 1 – Female 8: Male 25, and Cycle 2 – Female 8: Male 22). The gender imbal-
ance is explained by the fact that participants on the Institute of Technology Teacher
Education degree programme are traditionally heavily male based, mirroring documen-
ted gender stereotyping in subject selection at second level (DES 2019, 42).

IBL pedagogical approach

The year three 5 ECTS ‘Curriculum and Assessment’module explores key academic con-
cepts, principles and theories relating to curriculum and assessment. Delivered over a 12-
week semester, the module builds upon students’ prior knowledge and experience of cur-
riculum and assessment in years one and two. The module is a component of the accre-
dited undergraduate concurrent teacher education programme in each of the HEIs.
Students investigate key terminology, explore models of curriculum and assessment,
examining national and international developments and trends. Furthermore, they
develop an understanding of the role of curriculum studies in teachers’ professional
development and, in this context, engage in a curriculum planning process which has
a particular focus on contemporary issues in Irish curriculum policy and practice.
With respect to the methodology of delivery, an adaptation of the Pedaste et al. (2015)
IBL model was chosen (Figure 2).

The module has six learning outcomes and two main assessment components (Table 1).
Assessment one relates to an individual IBL assignment task on the fundamentals of curri-
culum and assessment, and assessment two relates to a collaborative group PBL assignment,
on higher level (meta) issues pertaining to curriculum and assessment.

Individual IBL assignment: In this task the pre-service teachers individually conducted
academic research on a question relating to the curriculum and assessment, for example
‘With reference to mathematics and the technical Junior Cycle subjects, clarify what is

Figure 2. Timeline of the IBL approach (based on Pedaste et al. 2015).
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meant by the terms “Curriculum” and “Assessment”, and explore their inter-relationship
in the context of effective subject delivery’. Students presented their independent findings
in the formats of: (1) an 800–1000 word scholarly academic essay (short paper), and (2) a
3-minute public speech.

Collaborative group PBL assignment: This is a group task exploring curriculum change
and the pre-service teachers were asked to demonstrate effective planning for cross-cur-
riculum collaboration and delivery at Junior Cycle or Transition Year (Senior Cycle)
levels. Following Pedaste et al. (2015), the pre-service teachers assume different roles
within the group, including chairperson, scribe/recorder, reader, timekeeper, and
observer.

Data collection and analysis

There were four forms of data collection: dialogical reflections by teacher educators, online
critical friend dialogues, informal conversations with the pre-service teachers, and pre-
service teacher questionnaires. Guided by Kitchen and Steven (2008), the teacher educators
focused their dialogical reflections on the three research questions (outlined above). Fur-
thermore, following the approach taken by Fletcher, Ní Chróinín, and O’Sullivan (2016),
the teacher educators and critical friend engaged in regular reflective dialogues at the analy-
sis and write-up phase of the research cycle, critically assessing and feeding back strengths
and limitations of the analysis. The pre-service teachers’ questionnaire was validated by
colleagues from the teacher educators’ institutions and one other institution and adminis-
tered at the start and end of semester. Pre-service teachers were asked to define, explain in
their own words, and indicate applications of key terms: curriculum, syllabus, specifica-
tions, assessment of learning, assessment for learning, formative assessment, and summa-
tive assessment. Further questions related to their knowledge of debates pertaining to
current curricular reform in Ireland – specifically Junior Cycle reform – and to knowledge
and application of IBL and PBL methodologies. Concluding questions focused on module
evaluation.

Data analysis

Quantitative data was captured and analysed by means of a binary frequency analysis
using an Excel spreadsheet in cases where appropriate knowledge content was either
in evidence, or not. Percentage of appropriate knowledge and incorrect responses were

Table 1. Mapping the curriculum and assessment module learning outcomes and continuous
assessment tasks.
Learning
outcome Description Assessment

LO1 Demonstrate an appreciation of the role of curriculum studies in teachers’ professional
development.

CA1

LO2 Use a range of strategies to support, monitor and assess pupil progress. CA1, CA2
LO3 Plan coherent, progressive and integrated teaching events and modules, CA2
LO4 Demonstrate an understanding of contemporary debates about curriculum

developments and initiatives in second-level education.
CA1, CA2

LO5 Critically appraise schools as organisations and learning communities. CA2
LO6 Contribute to curriculum and subject planning in their practice school. CA2

IRISH EDUCATIONAL STUDIES 7



collected. Descriptive statistics (mean and SD) and the Mann–Whitney test was per-
formed, given that the sample did not follow a normal distribution (p < .005) (Muijs
2010). Qualitative data extracted from the transcription of the teacher educators’ reflec-
tions, and the dialogue with the critical friend, were coded in phases. The initial phase of
coding was done line-by-line and represented phrases or words drawn from the teachers
describing the data to reduce researcher interpretation (Charmaz 2014). In the focused
phase of coding, categories and subcategories were constructed, and revisited through
constant comparison (Boeije 2002). In the final phase of coding, theoretical connections
and relationships were made between the research goal and underpinning theory and the
constructed categories. The analysis moved from inductive and descriptive (stage one) to
more deductive and theory informed (stage two and three). Qualitative statements were
also captured from the open questions in the questionnaire relating to pre-service tea-
chers’ capacity to apply learnings from the module to classroom practice. Brief memos
were also logged on the excel sheet to provide a rationale and further detail on each
binary score (e.g. ‘correct-good quality’; ‘definitions are skimp and partial’; ‘not
sufficiently grasped-vague’).

Findings

The research findings, and sub-themes emerging from the data analysis, are structured
around the study’s three research questions. Supportive data is provided from teacher
educator reflections (TE1_ journal and TE2_journal), and dialogical reflections with
the study’s critical friend (TE_dialogic), the pre-service teachers’ (PST) questionnaire
responses (AY2019/20) and external examination reviews.

RQ1: To what extent do IBL and PBL methodologies enhance pre-service
teachers’ knowledge and application of curriculum and assessment theory?

The results of the students’ responses to the questionnaire are presented in Table 2. With
respect to their knowledge and application of assessment concepts PSTs showed a signifi-
cant improvement in their knowledge of the key concepts from pre-test to post-test in
both action research cycles in several variables. Results from the (1) formative assessment
learning increased from 21 to 78, p < .001; (2) summative assessment increased from 26
to 75, p < .001; (3) inquiry-based learning increased from 37 to 81, p < .001; and (4)
problem-based learning also increased from 63 to 91, p < .001, however the PST’s
ability to apply these concepts in practice was limited.

Two dominant sub-themes identified from the analysis included: (1) module output
disjunction, and (2) application of theory to practice.

Module output disjunction
Consistent with previous years, in AY2019/20 there was evidence of high-quality module
outputs relating to curriculum and assessment knowledge and application. This was
demonstrated in both the individual IBL (academic essay) and the group collaborative
PBL (research poster) tasks. Teacher educator reflections identified specific strengths,
including: ‘a strong grasp of curriculum reform and stakeholders in the Irish context,
in particular junior cycle reform’ (TE1_ journal_1a), ‘very good demonstration of

8 C. CONNOLLY ET AL.



knowledge of the subject-specialist curriculum content as well as cross-disciplinary cur-
ricular overlaps’ (TE1_ journal_1a) and professional and competent research poster pre-
sentations (TE1_ journal_1b). With respect to application, the skill capacity to develop
innovative cross-curricular Transition Year (senior cycle) schemes of work and planning
grids applicable to school placement was effectively demonstrated (TE_dialogic#1).
Examination results and dialogue with external examiners from both institutes
confirmed the teacher educators’ viewpoint on the high standard of module outputs
(external examination review).

Limitations were also identified, including: the absence of deeper philosophical debates
relating to curricular reform and society (TE1_ journal_1b), some confusion around cur-
ricular reform debates, little consideration of senior cycle curriculum reform in the Irish
context (TE1_ journal_1c), insufficient evidence of engagement with the module curricu-
lum, assessment and IBL/PBL reading materials (TE1_ journal_1d), ‘limited discussion of
curriculum theoretical models – benefits and shortcomings’ (TE2_ journal_1c), and the
absence of discussions relating to the international dimension of curriculum (TE1_ jour-
nal_1e; external examination review).

A disjunction between high-quality module outputs evidenced in the pre-service tea-
chers’ collaborative PBL assignment and the subject-specific literacy deficiencies and
limited knowledge content evidenced in the individual IBL task – and mirrored in the
questionnaires – was also noted.

Application of theory to practice
The application of the theory of curriculum and assessment to the practice of teaching
was somewhat evidenced in the effective development of cross curricular modules in
the PBL collaborative task. One teacher educator reflection illustrates the teacher educa-
tors’ expectations in this regard:

Table 2. Pre-test and post-test comparison of means (n = 33).
Variable Mean (SD) Pre Mean (SD) Post Δ z p

Definition of concepts
Curriculum 58 (.50) 69 (.41) 11 −0.77 .437
Assessment 74 (.45) 88 (.33) 14 −1.23 .215
Syllabus 47 (.51) 84 (.36) 37 −2.77 .005**
Specifications 00 (.00) 22 (.42) 22 −2.17 .030*
Formative assessment 21 (.41) 78 (.42) 57 −3.94 .000**
Summative assessment 26 (.45) 75 (.44) 49 −3.36 .001**
Assessment for learning 21 (.41) 61 (.78) 40 −2.16 .030*
Assessment of learning 26 (.45) 70 (.91) 44 −2.19 .028*
Inquiry-based learning 37 (.49) 81 (.39) 44 −3.17 .001**
Problem-based learning 63 (.49) 91 (.29) 28 −3.24 .001**
Application of concepts to practice
Formative assessment 26 (.45) 78 (.42) 52 −3.59 .000**
Summative assessment 32 (.47) 75 (.44) 43 −3.01 .003**
Assessment for learning 26 (.45) 55 (.93) 29 −1.20 .230
Assessment of learning 32 (.47) 58 (1.09) 26 −0.83 .407
Inquiry-based learning 10 (.22) 50 (.50) 40 −3.24 .001**
Problem-based learning 32 (.47) 47 (.50) 15 −1.063 .288
Analysis of national curriculum
Advantages 84 (.37) 94 (.24) 10 −1.097 .273
Disadvantages 84 (.50) 88 (.33) 4 −0.353 .724

*p≤ .01.
**p≤ .001.
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… since the pre-service teachers have collaborated with students from a different institute
and identified points of overlap in their respective syllabi and curriculum specifications,
they have successfully synthesised mutually beneficial planning grids that incorporate
effective teaching and assessment strategies. The students can, hopefully, now transfer cur-
riculum and assessment knowledge – as well as these newly acquired IBL and PBL method-
ologies – to classroom practice. (TE1_ journal_ 1d)

This expectation was not fully met, however. Dialogue on this point between the teacher
educators and the critical friend highlighted a lack of transferability of knowledge and
skills to wider school contexts:

… it is as if the module is perceived by some pre-service teachers as disconnected from
school placement – some learners appear to have a blind-spot or a difficulty in applying
both curriculum and assessment knowledge and the IBL and PBL methodologies that
they have experienced in this module to the second-level classroom setting, which is some-
thing to consider for the next iteration. (TE_dialogic#1)

Some pre-service teachers suggested in informal conversations, the need for lecture
inputs or direct instruction to supplement the IBL and PBL processes, to increase
knowledge of curriculum and assessment. Illustrative comments include ‘we did a
lecture on ethics but nothing on curriculum and assessment – it makes no sense’
(PST#9). In light of these responses, the teacher educators considered whether it
might be necessary in the future to incorporate more instruction so that core
areas are not missed, but there was a concern that a prescriptive approach might
undermine the current philosophical model of an exclusive IBL and PBL delivery,
which strongly values student autonomy and choice (TE_dialogic#1).

With respect to knowledge and application of IBL and PBL methodologies, the pre-
service teachers’ questionnaires (AY2019/20) showed evidence of an increased under-
standing of IBL and PBL at the end of the module (Table 2). The ability to appropriately
define IBL rose significantly from 37% at the commencement of the module (pre-test) to
81% at the end of the module (post-test) (p = .001). However, few examples were pro-
vided of the transfer of the module curriculum and assessment knowledge to the
school placement classroom or the whole-school context. Specifically, the pre-service tea-
chers were asked to provide one example of application to practice. Findings from the
questionnaire’s pre-test measures showed that only 10% of the PSTs provided an appro-
priate application of IBL to practice (Table 2). However, a significant increase of 40
points (p = .001) was found after the experience. A different pattern was noted with
PBL, where an increase of 15 points (p = .288). From the teacher educators’ perspective
these findings indicated a lesser capacity than expected, on the part of pre-service tea-
chers, to effectively transfer IBL and PBL methodologies to the school placement
classroom.

RQ2: To what extent do IBL and PBL methodologies enhance the research skills
of pre-service teachers?

The main theme constructed from the data in relation to the enhancement of pre-service
teachers’ research skills was how IBL and PBL enabled research skills.

The IBL and PBL approach to the module, involved bringing pre-service teachers
through a research cycle process of identifying a problem, designing a research approach,
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analysing the problem, researching the problem, finding a solution, and disseminating the
research. At the outset there was an awareness that ‘ … these students are in year three of
the programme, so some still lack confidence and skills in advanced library research, aca-
demic writing and public oral presentation skills’ (TE_dialogic#2). There was also a
concern to broaden the learners’ research skill set: ‘ …what we need to achieve is evidence
of enhanced research skills, including competently and confidently presenting research
findings publicly’ (TE2_ journal_ 2a). In fact (as indicated above) the quality of the PBL
group work research outputs was high:

There is evidence of a relatively high-standard of student research demonstrated in the PBL
research posters and accompanying documents and the research findings were appropri-
ately disseminated using a scholarly research poster format. Students have attended to
best practice poster design, narrative, content and layout, and oral presentations were
well scripted and rehearsed. This was an impressive achievement for year 3. (TE1_
journal_ 2a)

In the student final questionnaire PSTs identified a number of strengths of the module
specifically relating to IBL and PBL-related research skills, including: ‘public speaking –
daunting but beneficial’ (PST#5), ‘investigating topics and concepts’ (PST#7), and
‘improved researching skills’ (PST#13).

Limitations were also identified and the teacher educators’ reflections indicated that
there were some areas that fell short: ‘ … international reforms were not generally refer-
enced when contextualising the research outputs and in some cases fundamental
definitions of terms and concepts were insufficiently grasped’ (TE2_ journal_ 2b). Pre-
service students’ questionnaires (AY2019/20) confirmed this viewpoint. A number of
pre-service teachers were not able to define concisely in their own words key terms relat-
ing to curriculum, and assessment, including the term ‘specifications’, a curriculum lit-
eracy term that was introduced in the context of Irish Junior Cycle curriculum reform in
2015. This provoked discussion and reflection on the part of the teacher educators:

We need to re-examine our assumptions – we had presumed that year three pre-service tea-
chers would been familiar with this new term ‘specifications’ given that they had prior Junior
Cycle Reform training sessions and that they have had a prior placement in a secondary
school settings – but it appears not. More explicit attention must be placed on this
element in the next cycle iteration. (TE1_ journal_2b)

RQ3: What factors hinder/enable a sustained implementation of IBL and PBL
methodologies in module delivery?

Two sub-themes were identified in relation to sustaining IBL and PBL methodologies in
this module: (1) the significance of professional working relationships and learning
spaces, (2) learner resistance to a non-didactic delivery.

Significance of professional working relationships and learning spaces
The cross-institutional working relationships between both institutes, at the levels of
school, department and module delivery, were considered to be highly professional,
cordial and effective. A culture of mutual respect and cross-institutional co-operation
had been firmly established, with both institutes sharing a similar philosophy and
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vision of education, and lecturers being flexible, open to cross-institutional synergies and
to a co-exchange of knowledge and expertise. One teacher educator reflects on this posi-
tive working relationship:

This is a most enjoyable and productive collaboration. There is an excellent and mutually
respectful professional working relationship well established now, making for a creative,
committed and ongoing co-delivery. There is great collegiality; it helps that, as personalities,
we get on very well together. It is a module that I always look forward to. (TE2_ journal_3a)

Teacher educators identify the professional working relationship factor as a significant
strength in the long-term implementation of IBL and PBL in the module delivery.

There were divergent viewpoints between teacher educators and pre-service teachers
on the module learning space: a spacious classroom located in the host institute. One
teacher educator describes the learning space as ‘a bright and roomy flat classroom, cen-
trally located in the host institute, with large movable tables – ideally suited to group
work’ (TE2, Journal 3b). However, some student questionnaire responses were at var-
iance with this perspective. Students from the visiting institution indicated that a challen-
ging aspect of the module was having to travel to a dedicated learning space in the host
institute one day a week for the duration of the first semester of the academic year. Pre-
service teacher questionnaire responses identified specific aspects deemed ‘unhelpful’ (Q.
9): it should be ‘every second week’ in different institutes (PST#4 and PST#5), ‘parking
and getting over there was very expensive’ (PST#29), ‘trying to have meetings is
awkward’ (PST#16) ‘the time it takes to get there (PST#28), ‘commuting between two col-
leges’ (PST#21 and PST#22).

Learner resistance to non-didactic delivery
There was evidence of resistance on the part of learners to the non-directive and non-
didactic approaches inherent in IBL and PBL methodologies as employed in module
delivery. Pre-service teacher questionnaire responses included such comments as:
‘some lecture time should focus on CBA [classroom-based assessment]’ (PST#2), ‘the
lecture time wasn’t allocated well – did not learn about the content enough… use the
lectures to tell us what curriculum is’ (PST#6), ‘delivery was at time confusing, with
no definitive answers to questions by students’ (PST#18), ‘sometimes instructions are
not clear’ (PST #23), ‘[include] a talk on what is curriculum and what is assessment’
(PST#26).

Teacher educators’ reflections on learners’ resistance to IBL and PBL methodologies
raised the question of educating the pre-service teachers on the underlying pedagogy and
the benefits of IBL and PBL, at the outset on the module, to offset resistance:

perhaps more time needs to be allocated at the start of the module delivery on helping lear-
ners understand more fully – and buy into – IBL and PBL methodologies, highlighting the
pedagogical strengths of these methodologies and demonstrating clearly relevance for
school placement teaching? (TE1_ journal_3a)

Discussion

Prompted by Prinsen (2015) and Tsybulsky et al. (2020), the purpose of this paper was to
present a three-year cross-institutional study on the implementation of IBL and PBL
methodologies in an ITE curriculum and assessment studies module, and to problematise
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aspects of its longitudinal application. As evidenced in our study, and mirroring the lit-
erature, successful implementation of IBL and PBL instructional approaches is complex
(Prinsen 2015). Our study found that some pre-service teachers appeared to have difficul-
ties in applying curriculum and assessment knowledge as well as IBL and PBL method-
ologies to the classroom setting.

The transfer of learning, or theory-practice integration, has been defined as the
process through which students apply to a real world situation, the knowledge, skills
and attitudes they have acquired in training (Holton et al. 2007). While elsewhere
PBL, together with other strategies, has been identified as an approach that facilitates
this process (Culyer et al. 2018), this study evidences a different outcome. To favour suc-
cessful transfer of learning to the school context an alignment between the micro
(module), meso (programme) and macro (cross-institution) requires further
investigation.

Within a health education setting, Botma et al. (2015) proposed a framework for
educational design to promote transfer of learning, consisting of two principles: (1)
establishing a community of learning and (2) the primacy of a learning outcome.
Based on these principles, four steps were proposed: (1) activation of existing knowl-
edge; (2) engaging with new information; (3) demonstrating competence; and (4)
application in the real world (Botma et al. 2015). In our study, the IBL and PBL
approach followed was guided by learning outcomes (see Table 1). In addition, the
pre-service teachers were exposed to different sources of information in the orien-
tation and conceptualisation phases (see Figure 2). They also demonstrated their
knowledge in the posters’ presentation (conclusion phase). Two of the aspects that
were not extensively addressed as suggested by Botma et al. (2015), were the creation
of a sustained learning community (which could have been inhibited by the pre-
service teachers’ resistance to working with peers from a different institution), and
a better activation of existing or prior knowledge to guide the IBL and PBL approach
from the start as essential to stimulating both transfer of learning and academic per-
formance (Richardson, Abraham, and Bond 2012).

Hofer and Lembens (2019) propose that a central aspect in enabling learning in IBL
and PBL environments is the support of pre-service teachers in areas such as planning,
implementing, and reflecting upon IBL units. Furthermore, there is a need for pre-service
teachers to become familiar with both the processes of inquiry and the implementation of
IBL as an instructional approach (Hofer and Lembens 2019; Preston, Harvie, and
Wallace 2015). This need was particularly evident in the last iteration of our study.

Kolb and Kolb (2009) proposed that learning is a holistic process of adaptation and a
process of creating knowledge. This central tenet of experiential learning theory was evi-
denced in our study, where the holistic process of adaptation was significantly conditioned
by ongoing Irish and international teacher education and curricular reform. Over the
three-year cycle of the study, the teacher educators were increasingly informed in
regard to national developments relating to teacher practitioner research, not least as pro-
moted by regulatory bodies such as the Teaching Council (2018). This influenced their
decision to focus intentionally on enhancing the research skills of academic investigation,
writing and dissemination of findings in module delivery. IBL and PBL methodologies are
seen to provide opportunities to advance research processes and skills – especially where
the problems explored are meaningful for the learners (Barrett 2017; Yew and Goh 2016).
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Also, pre-service teachers learn more deeply when they can apply classroom-gathered
knowledge to real-world problems (Barron and Darling-Hammond 2010). The problems
designed in the module, the development of cross-curricular curriculum and assessment
planning grids, and the respectful and fruitful working relationship between the two
ITE institutions, mirrors the literature, and the multiple curricular reforms taking place
in the Irish educational system, helped the teacher educators to define more meaningful
and relevant problems, immersing pre-service teachers ‘in the inquiry sequence’
(Preston, Harvie, and Wallace 2015, 81). Some pre-service teachers however, perceived
the approach disconnected from school-placement and missed more lecture-based
instruction relating to curriculum and assessment. While explicit instruction in regard
to the concept of teacher-as-researcher was not included in the module, the delivery
was entirely research and inquiry-based since underpinned by IBL and PBL
methodologies.

Research-based teacher education programmes are important and policy advises that
teachers ought to be competent in utilising educational research as part of their work in
school settings and demonstrate the capacity to reflect upon and plan their own pro-
fessional development (Sahlberg, Furlong, and Munn 2012). McKenney and Schunn
(2018) refer to the importance of purpose and empirical relevance to practitioners in con-
ceptualising and enacting educational change and innovation, and this is the value of this
longitudinal cross-institutional study on pre-service teacher education. It is important to
note however, that undergraduate teacher education should emphasise inquiry to qualify
pre-service teachers to question practices, to seek knowledge, and to work in evidence-
informed ways, but not necessarily to conduct research themselves, when research is
understood in more rigorous terms, involving scientific and systematic methods and
peer review (Munthe and Rogne 2015). Our IBL and PBL approach, based on the
Munthe and Rogne (2015) framework, sought to explore the nature of undergraduate
research and inquiry. We can confirm that enacting a module that emphasises pre-
service students undertaking inquiry-based learning that emphasises teaching processes
of knowledge construction in the subject, might be an appropriate step in order to
achieve the Sahlberg, Furlong, and Munn (2012) recommendations, which strongly
encouraged the enhancement of pre-service teacher learning by an increased focus on
research and inquiry. The recently published Teaching Council ‘Céim: Standards for
Initial Teacher Education’ also reiterate the importance of teachers as researchers
where accredited programmes are ‘underpinned by a research-informed approach that
supports student teachers in engaging with and in research’ (Teaching Council 2021, 12).

Finally as Connolly et al. (2020) recently suggested, in the context of the COVID-19
pandemic, which forced ITE globally to move online, the value of a research-informed
and principled approach to education and teacher education is reinforced. Participant
pre-service teachers in this study expressed concern and anxiety regarding collaborative
learning spaces between the two HEI’s. Nevertheless, the move to online learning pre-
sents positive opportunities for future ITE delivery and programmatic development;
practical challenges relating to location, travel and meeting spaces will be alleviated.
Future research (Academic year 2020/21) will include both an examination of the
impact of IBL and PBL methodologies in the context of online and blended learning
environments, and an exploration of potential mechanisms to embed IBL and PBL meth-
odologies at programmatic level.
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Conclusion

This study set out to problematise aspects of the longitudinal application of IBL and PBL
methodologies within a cross-institutional ITE programme in Ireland. Findings included
that IBL and PBL methodologies correspond with pre-service teachers’ enhanced learn-
ing in relation to curriculum and assessment, and that strong cross-institutional collegial
relationships among faculty members proved to be a significant factor in success. In the
context of a community of practice, the study identified a disjunction between successful
collaborative inquiry by pre-service teachers and transferable knowledge to the school
context. Limitations of the study include its focus on a single module and its localised
setting; future research would expand to the programmatic level and to wider national
and international contexts.

In agreement with, and building upon, the contribution of Munthe and Rogne (2015),
this study suggests that a purposeful integration of inquiry-based methodologies at pro-
grammatic level might promote more effectively the transferability of critical enquiry to
the school context. In other words, an intentional programmatic focus on the application
of IBL and PBL learning to the school environment will assist preservice teachers to have
a greater awareness of the effectiveness of inquiry-based methodologies and will more
effectively enable transfer of knowledge. This study exemplifies and aligns to the Céim
standards where a core element of ITE ‘Creativity and Reflective practice’ includes ‘tea-
chers as reflective practitioners… teachers as researchers’ (Teaching Council 2021, 16).

Finally, with respect to longitudinal application, the study suggests that challenges
associated the classroom-based learning spaces associated with cross-institutional delivery
can be creatively resolved by means of exploring cross-institutional virtual collaborations.

Disclosure statement

No potential conflict of interest was reported by the author(s).

Notes on contributors

Cornelia Connolly is a Lecturer at the School of Education, NUI Galway. In addition to a Ph.D. in
pedagogical innovation, she holds a B.Eng. (Hons) and M.Eng. (Hons) in Computer Engineering.
Her teaching and research interests centre principally on STEM education and design research.
Twitter: @corneliathinks.

Pauline Logue is a Lecturer in Education and Programme Chair of the Master of Arts in Teaching
and Learning, Galway-Mayo Institute of Education. Areas of specialisation and interest include
teacher education, professional development of lecturers, ethics in education, social justice in edu-
cation, and applied educational theory. Twitter: @paulinelogue.

Antonio Calderón is a physical education teacher educator at the Faculty of Education and Health
Sciences, University of Limerick. His teaching and research interests revolve around innovative
pedagogies for teaching and learning in teacher education. Twitter: @acalderon_pe

ORCID

Cornelia Connolly http://orcid.org/0000-0001-9778-5569
Pauline Anne Logue http://orcid.org/0000-0002-1441-8577
Antonio Calderon http://orcid.org/0000-0003-1389-9898

IRISH EDUCATIONAL STUDIES 15

http://orcid.org/0000-0001-9778-5569
http://orcid.org/0000-0002-1441-8577
http://orcid.org/0000-0003-1389-9898


References

Barrett, T. 2017. A New Model of Problem-Based Learning: Inspiring Concepts, Practice Strategies
and Case Studies from Higher Education. The All Ireland Society for Higher Education (AISHE).
https://www.aishe.org/wp-content/uploads/2017/05/Full-Book-A-New-Model-Of-Problem-
Based-Learning-Terry-Barrett_book.pdf.

Barron, B., and L. Darling-Hammond. 2010. “Prospects and Challenges for Inquiry-Based
Approaches to Learning.” In The Nature of Learning: Using Research to Inspire Practice,
edited by H. Dumont, D. Instance, and F. Benavides, 199–225. OECD: Centre for
Educational Research and Innovation. doi:10.1787/9789264086487-11-en.

Biggs, J. 1996. “Enhancing Teaching Through Constructive Alignment.” Higher Education 32:
347–364. https://link.springer.com/content/pdf/10.1007/BF00138871.pdf.

Blignaut, S. 2008. “Teachers’ Sense-Making and Enactment of Curriculum Policy.” Journal of
Education 43 (1): 101–125.

Boeije, H. 2002. “A Purposeful Approach to the Constant Comparative Method in the Analysis of
Qualitative Interviews.” Quality and Quantity 36: 391–409. doi:10.1023/A:1020909529486.

Botma, Y., G. H. Van Rensburg, I. M. Coetzee, and T. Heyns. 2015. “A Conceptual Framework for
Educational Design at Modular Level to Promote Transfer of Learning.” Innovations in
Education and Teaching International 52 (5): 499–509. doi:10.1080/14703297.2013.866051.

Butler, D. L., and L. Schnellert. 2012. “Collaborative Inquiry in Teacher Professional
Development.” Teaching and Teacher Education 28 (8): 1206–1220. doi:10.1016/j.tate.2012.
07.009.

Butler, D. L., L. Schnellert, and S. C. Cartier. 2013. “Layers of Self- and Co-Regulation: Teachers
Working Collaboratively to Support Adolescents’ Self-Regulated Learning Through Reading.”
Education Research International, 1–19. doi:10.1155/2013/845694.

Charmaz, K. 2014. Constructing Grounded Theory. London: Sage.
Connolly, C., T. Hall, S. Jones and R. Procter. 2020. Research Informed Teaching in a Global

Pandemic: Opening up Schools to Research. In Teaching, Technology, and Teacher
Education during the COVID–19 Pandemic: Stories from the Field, edited by R. E. Ferdig,
E. Baumgartner, R. Hartshorne, R. Kaplan–Rakowski, and C. Mouza, 609–617. Waynesville,
NC: Association for the Advancement of Computing in Education. https://www.learntechlib.
org/p/216903/.

Coolahan, J., S. Drudy, A. Hogan, A. Hyland, and S. McGuinness. 2017. Towards a Better Future. A
Review of the Irish School System. Cork Irish Primary Principals’ Network and National
Association of Principals and Deputy Principles. http://mural.maynoothuniversity.ie/10001/.

Costello, G. J., K. Conboy, and B. Donnellan. 2015. “Reflections on ‘Reflection’ in Action
Research.” 15th European Academy of Management Conference (EURAM).

Culyer, L. M., L. L. Jatulis, P. Cannistraci, and C. A. Brownell. 2018. “Evidenced-Based Teaching
Strategies That Facilitate Transfer of Knowledge Between Theory and Practice: What are
Nursing Faculty Using?” Teaching and Learning in Nursing 13 (3): 174–179. doi:10.1016/j.
teln.2018.03.003.

David, J. L. 2008. “What Research Says About Collaborative Inquiry.” Educational Leadership 66
(4): 87–88.

DES. 2019. “Action Plan for Education 2016–2019: Department of Education and Skills Strategy
Statement.” https://assets.gov.ie/24370/ec3df78b298e4574ab2d7c98f02450b5.pdf.

Fletcher, T., D. Ní Chróinín, and M. O’Sullivan. 2016. “A Layered Approach to Critical Friendship
as a Means to Support Pedagogical Innovation in Pre-Service Teacher Education.” Studying
Teacher Education 12: 302–319. doi:10.1080/17425964.2016.1228049.

Gholan, A. 2019. “Inquiry-Based Learning: Student Teachers’ Challenges and Perceptions.”
Journal of Inquiry & Action in Education 10 (2): 112–133. https://digitalcommons.
buffalostate.edu/jiae/vol10/iss2/6/.

Gleeson, J., C. Sugrue, and J. O’Flaherty. 2017. “Research Capacity and Initial Teacher Education
Reforms: Irish Experiences, International Perspectives.” Teaching and Teacher Education 62:
19–29. doi:10.1016/j.tate.2016.11.001.

16 C. CONNOLLY ET AL.

https://www.aishe.org/wp-content/uploads/2017/05/Full-Book-A-New-Model-Of-Problem-Based-Learning-Terry-Barrett_book.pdf
https://www.aishe.org/wp-content/uploads/2017/05/Full-Book-A-New-Model-Of-Problem-Based-Learning-Terry-Barrett_book.pdf
https://doi.org/10.1787/9789264086487-11-en
https://link.springer.com/content/pdf/10.1007/BF00138871.pdf
https://doi.org/10.1023/A:1020909529486
https://doi.org/10.1080/14703297.2013.866051
https://doi.org/10.1016/j.tate.2012.07.009
https://doi.org/10.1016/j.tate.2012.07.009
https://doi.org/10.1155/2013/845694
https://www.learntechlib.org/p/216903/
https://www.learntechlib.org/p/216903/
http://mural.maynoothuniversity.ie/10001/
https://doi.org/10.1016/j.teln.2018.03.003
https://doi.org/10.1016/j.teln.2018.03.003
https://assets.gov.ie/24370/ec3df78b298e4574ab2d7c98f02450b5.pdf
https://doi.org/10.1080/17425964.2016.1228049
https://digitalcommons.buffalostate.edu/jiae/vol10/iss2/6/
https://digitalcommons.buffalostate.edu/jiae/vol10/iss2/6/
https://doi.org/10.1016/j.tate.2016.11.001


Higher Education Authority. 2019. “The Structure of Teacher Education in Ireland: Review of
Progress in Implementing Reform.” https://hea.ie/assets/uploads/2019/05/HEA-Structure-of-
Teacher-Education.pdf.

Hofer, E., and A. Lembens. 2019. “Putting Inquiry-Based Learning into Practice: How Teachers
Changed Their Beliefs and Attitudes Through a Professional Development Program.”
Chemistry Teacher International 1 (2). doi:10.1515/cti-2018-0030.

Holton, E. F., III, R. A. Bates, A. I. Bookter, and V. B. Yamkovenko. 2007. “Convergent and
Divergent Validity of the Learning Transfer System Inventory.” Human Resource
Development Quarterly 18 (3): 385–419. doi:10.1002/hrdq.1210.

Kelly, A. V. 2009. The Curriculum: Theory and Practice. London: Sage.
Ketelaar, E., D. Beijaard, H. P. A. Boshuizen, and P. J. Den Brok. 2012. “Teachers’ Positioning

Towards an Educational Innovation in the Light of Ownership, Sense-Making and Agency.”
Teaching and Teacher Education 28: 273–282. doi:10.1016/j.tate.2011.10.004.

Kitchen, J., and D. Steven. 2008. “Action Research in Teacher Education.” Action Research 6 (1): 7–
28. doi:10.1177/1476750307083716.

Kolb, A. Y., and D. A. Kolb. 2009. “Chapter 3: Experiential Learning Theory: A Dynamic, Holistic
Approach to Management Learning, Education and Development.” In The SAGE Handbook of
Management Learning, Education and Development, edited by S. J. Armstrong, and C. V.
Fukami, 42–68. Sage. doi:10.4135/9780857021038.n3.

Levy, P., O. Aiyegbayo, and S. Little. 2009. “Designing for Inquiry-Based Learning with the
Learning Activity Management System.” Journal of Computer Assisted Learning 25 (3): 238–
251. doi:10.1111/j.1365-2729.2008.00309.x.

Levy, P., S. Little, P. McKinney, A. Nibbs, and J. Wood. 2010. The Sheffield Companion to Inquiry-
Based Learning. Brook Hill: Centre for Inquiry-Based Learning in the Arts and Social Sciences
(CILASS).

Levy, P., S. Little, and N. Whelan. 2011. “Perspectives on Staff-Student Partnership in Learning,
Research and Educational Enhancement.” In Staff-Student Partnerships in Higher Education,
edited by S. Little, 1–15. London: Continuum.

MacPhail, A., and J. Halbert. 2010. “‘We Had to Do Intelligent Thinking During Recent PE’:
Students’ and Teachers’ Experiences of Assessment for Learning in Post-Primary Physical
Education.” Assessment in Education: Principles, Policy & Practice 17 (1): 23–39. doi:10.1080/
09695940903565412.

MacPhail, A., and M. O’Sullivan. 2019. “Challenges for Irish Teacher Educators in Being Active
Users and Producers of Research.” European Journal of Teacher Education 42 (4): 492–506.
doi:10.1080/02619768.2019.1641486.

Malone, R. 2011. “Curriculum Studies.” In Education Studies in Ireland: The Key Disciplines, edited
by B. Walsh, 72–106. Dublin: Gill & Macmillan.

März, V., and G. Kelchtermans. 2013. “Sense-Making and Structure in Teachers’ Reception of
Educational Reform. A Case Study on Statistics in the Mathematics Curriculum.” Teaching
and Teacher Education 29: 13–24. doi:10.1016/j.tate.2012.08.004.

McKenney, S., and C. Schunn. 2018. “How Can Educational Research Support Practice at Scale?
Attending to Educational Designer Needs.” British Educational Research Journal 44 (6): 1084–
1100. doi:10.1002/berj.3480.

Muijs, D. 2010. Doing Quantitative Research in Education with SPSS. London: Sage.
Munthe, E., and M. Rogne. 2015. “Research Based Teacher Education.” Teaching and Teacher

Education 46: 17–24. doi:10.1016/j.tate.2014.10.006.
Murray, E. 2015. “Improving Teaching Through Collaborative Reflective Teaching Cycles.”

Investigations in Mathematics Learning 7 (3): 23–29. doi:10.1080/24727466.2015.11790343.
O’Donoghue, T., J. Harford, and T. O’Doherty. 2017. Teacher Preparation in Ireland. History,

Policy and Future Directions. Bingley: Emerald.
OECD. 2019. A Flying Start: Improving Initial Teacher Preparation Systems. doi:10.1787/cf74e549-en.
Pedaste, M., M. Mäeots, L. A. Siiman, T. de Jong, S. A. N. van Riesen, E. T. Kamp, C. C. Manoli, Z.

C. Zacharia, and E. Tsourlidaki. 2015. “Phases of Inquiry-Based Learning: Definitions and the
Inquiry Cycle.” Educational Research Review 14: 47–61. doi:10.1016/j.edurev.2015.02.003.

IRISH EDUCATIONAL STUDIES 17

https://hea.ie/assets/uploads/2019/05/HEA-Structure-of-Teacher-Education.pdf
https://hea.ie/assets/uploads/2019/05/HEA-Structure-of-Teacher-Education.pdf
https://doi.org/10.1515/cti-2018-0030
https://doi.org/10.1002/hrdq.1210
https://doi.org/10.1016/j.tate.2011.10.004
https://doi.org/10.1177/1476750307083716
https://doi.org/10.4135/9780857021038.n3
https://doi.org/10.1111/j.1365-2729.2008.00309.x
https://doi.org/10.1080/09695940903565412
https://doi.org/10.1080/09695940903565412
https://doi.org/10.1080/02619768.2019.1641486
https://doi.org/10.1016/j.tate.2012.08.004
https://doi.org/10.1002/berj.3480
https://doi.org/10.1016/j.tate.2014.10.006
https://doi.org/10.1080/24727466.2015.11790343
https://doi.org/10.1787/cf74e549-en
https://doi.org/10.1016/j.edurev.2015.02.003


Preston, L., K. Harvie, and H. Wallace. 2015. “Inquiry-based Learning in Teacher Education: A
Primary Humanities Example.” Australian Journal of Teacher Education 40 (12): n12.

Priestley, M. 2016. A Perspective on Learning Outcomes in Curriculum and Assessment; A Series of
Papers on Perspectives on Learning Outcomes in Curriculum and Assessment. Dublin: National
Council of Curriculum and Assessment.

Priestley, M., and G. J. J. Biesta. 2013. Reinventing the Curriculum: New Trends in Curriculum
Policy and Practice. London: Bloomsbury Academic.

Prinsen, F. R. 2015. “Supporting Inquiry Learning as a Practice: A Practice Perspective on the
Challenges of IBL Design, Implementation and Research Methodology.” In ICLS 2016
Proceedings. Vol. 1, 74–81. Singapore: International Society of the Learning Sciences.

Richardson, M., C. Abraham, and R. Bond. 2012. “Psychological Correlates of University Students’
Academic Performance: A Systematic Review and Meta-Analysis.” Psychological Bulletin 138
(2): 353–387. doi:10.1037/a0026838.

Sahlberg, P., J. Furlong, and P. Munn. 2012. Report of the International Review Panel on the
Structure of Initial Teacher Education in Ireland. Department of Education and Skills. https://
www.education.ie/en/Publications/Education-Reports/Report-of-the-International-Review-
Panel-on-the-Structure-of-Initial-Teacher-Education-Provision-in-Ireland.pdf.

Simmons, J., and J. MacLean. 2018. “Physical Education Teachers’ Perceptions of Factors That
Inhibit and Facilitate the Enactment of Curriculum Change in a High-Stakes Exam Climate.”
Sport, Education and Society 23 (2): 186–202. doi:10.1080/13573322.2016.1155444.

Smith, M. S. 2001. Practice-based Professional Development for Teachers of Mathematics. USA:
National Council of Teachers of Mathematics.

Spronken-Smith, R., and R. Walker. 2010. “Can Inquiry-Based Learning Strengthen the Links
Between Teaching and Disciplinary Research?” Studies in Higher Education 35 (6): 723–740.
doi:10.1080/03075070903315502.

Strom, K. 2015. “Teaching as Assemblage: Negotiating Learning and Practice in the First Year of
Teaching.” Journal of Teacher Education 66 (4): 321–333. doi:10.1177/0022487115589990.

Teaching Council. 2018. “Teaching Council Strategic Plan 2018–2020.” https://www.
teachingcouncil.ie/en/Publications/Strategic-Plan/Teaching-Council-Strategic-Plan-2018-
2020.pdf.

Teaching Council. 2021. “Céim Standards for Initial Teacher Education.” https://www.
teachingcouncil.ie/en/news-events/latest-news/ceim-standards-for-initial-teacher-education.
pdf.

Tsybulsky, D., M. Gatenio-Kalush, M. Abu Ganem, and E. Grobgeld. 2020. “Experiences of Pre-
Service Teachers Exposed to Project-Based Learning.” European Journal of Teacher Education,
1–16. doi:10.1080/02619768.2019.1711052.

van der Linden, W., A. Bakx, A. Ros, D. Beijaard, and M. Vermeulen. 2012. “Student Teachers’
Development of a Positive Attitude Towards Research and Research Knowledge and Skills.”
European Journal of Teacher Education 35 (4): 401–419. doi:10.1080/02619768.2011.643401.

Walsh, B., and R. Dolan. 2009. A Guide to Teaching Practice in Ireland. Dublin: Gill & Macmillan.
Yew, E. H. J., and K. Goh. 2016. “Problem-Based Learning: An Overview of its Process and Impact

on Learning.” Health Professions Education 2: 75–79. doi:10.1016/j.hpe.2016.01.004.
Yin, X., and G. A. Buck. 2019. “Using a Collaborative Action Research Approach to Negotiate an

Understanding of Formative Assessment in an era of Accountability Testing.” Teaching and
Teacher Education 80: 27–38. doi:10.1016/j.tate.2018.12.018.

18 C. CONNOLLY ET AL.

https://doi.org/10.1037/a0026838
https://www.education.ie/en/Publications/Education-Reports/Report-of-the-International-Review-Panel-on-the-Structure-of-Initial-Teacher-Education-Provision-in-Ireland.pdf
https://www.education.ie/en/Publications/Education-Reports/Report-of-the-International-Review-Panel-on-the-Structure-of-Initial-Teacher-Education-Provision-in-Ireland.pdf
https://www.education.ie/en/Publications/Education-Reports/Report-of-the-International-Review-Panel-on-the-Structure-of-Initial-Teacher-Education-Provision-in-Ireland.pdf
https://doi.org/10.1080/13573322.2016.1155444
https://doi.org/10.1080/03075070903315502
https://doi.org/10.1177/0022487115589990
https://www.teachingcouncil.ie/en/Publications/Strategic-Plan/Teaching-Council-Strategic-Plan-2018-2020.pdf
https://www.teachingcouncil.ie/en/Publications/Strategic-Plan/Teaching-Council-Strategic-Plan-2018-2020.pdf
https://www.teachingcouncil.ie/en/Publications/Strategic-Plan/Teaching-Council-Strategic-Plan-2018-2020.pdf
https://www.teachingcouncil.ie/en/news-events/latest-news/ceim-standards-for-initial-teacher-education.pdf
https://www.teachingcouncil.ie/en/news-events/latest-news/ceim-standards-for-initial-teacher-education.pdf
https://www.teachingcouncil.ie/en/news-events/latest-news/ceim-standards-for-initial-teacher-education.pdf
https://doi.org/10.1080/02619768.2019.1711052
https://doi.org/10.1080/02619768.2011.643401
https://doi.org/10.1016/j.hpe.2016.01.004
https://doi.org/10.1016/j.tate.2018.12.018

	Abstract
	Introduction
	Theoretical framework
	Inquiry and problem-based learning methodologies in ITE
	Curriculum and assessment in ITE
	Pre-service teachers as researchers

	Method
	Research design
	Research participants
	IBL pedagogical approach
	Data collection and analysis
	Data analysis

	Findings
	RQ1: To what extent do IBL and PBL methodologies enhance pre-service teachers’ knowledge and application of curriculum and assessment theory?
	Module output disjunction
	Application of theory to practice

	RQ2: To what extent do IBL and PBL methodologies enhance the research skills of pre-service teachers?
	RQ3: What factors hinder/enable a sustained implementation of IBL and PBL methodologies in module delivery?
	Significance of professional working relationships and learning spaces
	Learner resistance to non-didactic delivery


	Discussion
	Conclusion
	Disclosure statement
	Notes on contributors
	ORCID
	References


<<
  /ASCII85EncodePages false
  /AllowTransparency false
  /AutoPositionEPSFiles false
  /AutoRotatePages /PageByPage
  /Binding /Left
  /CalGrayProfile ()
  /CalRGBProfile (Adobe RGB \0501998\051)
  /CalCMYKProfile (U.S. Web Coated \050SWOP\051 v2)
  /sRGBProfile (sRGB IEC61966-2.1)
  /CannotEmbedFontPolicy /Error
  /CompatibilityLevel 1.3
  /CompressObjects /Off
  /CompressPages true
  /ConvertImagesToIndexed true
  /PassThroughJPEGImages false
  /CreateJobTicket false
  /DefaultRenderingIntent /Default
  /DetectBlends true
  /DetectCurves 0.1000
  /ColorConversionStrategy /sRGB
  /DoThumbnails true
  /EmbedAllFonts true
  /EmbedOpenType false
  /ParseICCProfilesInComments true
  /EmbedJobOptions true
  /DSCReportingLevel 0
  /EmitDSCWarnings false
  /EndPage -1
  /ImageMemory 524288
  /LockDistillerParams true
  /MaxSubsetPct 100
  /Optimize true
  /OPM 1
  /ParseDSCComments false
  /ParseDSCCommentsForDocInfo true
  /PreserveCopyPage true
  /PreserveDICMYKValues true
  /PreserveEPSInfo false
  /PreserveFlatness true
  /PreserveHalftoneInfo false
  /PreserveOPIComments false
  /PreserveOverprintSettings false
  /StartPage 1
  /SubsetFonts true
  /TransferFunctionInfo /Remove
  /UCRandBGInfo /Remove
  /UsePrologue false
  /ColorSettingsFile ()
  /AlwaysEmbed [ true
  ]
  /NeverEmbed [ true
  ]
  /AntiAliasColorImages false
  /CropColorImages true
  /ColorImageMinResolution 150
  /ColorImageMinResolutionPolicy /OK
  /DownsampleColorImages true
  /ColorImageDownsampleType /Bicubic
  /ColorImageResolution 300
  /ColorImageDepth -1
  /ColorImageMinDownsampleDepth 1
  /ColorImageDownsampleThreshold 1.50000
  /EncodeColorImages true
  /ColorImageFilter /DCTEncode
  /AutoFilterColorImages false
  /ColorImageAutoFilterStrategy /JPEG
  /ColorACSImageDict <<
    /QFactor 0.90
    /HSamples [2 1 1 2] /VSamples [2 1 1 2]
  >>
  /ColorImageDict <<
    /QFactor 0.40
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000ColorACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 15
  >>
  /JPEG2000ColorImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 15
  >>
  /AntiAliasGrayImages false
  /CropGrayImages true
  /GrayImageMinResolution 150
  /GrayImageMinResolutionPolicy /OK
  /DownsampleGrayImages true
  /GrayImageDownsampleType /Bicubic
  /GrayImageResolution 300
  /GrayImageDepth -1
  /GrayImageMinDownsampleDepth 2
  /GrayImageDownsampleThreshold 1.50000
  /EncodeGrayImages true
  /GrayImageFilter /DCTEncode
  /AutoFilterGrayImages false
  /GrayImageAutoFilterStrategy /JPEG
  /GrayACSImageDict <<
    /QFactor 0.90
    /HSamples [2 1 1 2] /VSamples [2 1 1 2]
  >>
  /GrayImageDict <<
    /QFactor 0.40
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000GrayACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 15
  >>
  /JPEG2000GrayImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 15
  >>
  /AntiAliasMonoImages false
  /CropMonoImages true
  /MonoImageMinResolution 1200
  /MonoImageMinResolutionPolicy /OK
  /DownsampleMonoImages true
  /MonoImageDownsampleType /Average
  /MonoImageResolution 300
  /MonoImageDepth -1
  /MonoImageDownsampleThreshold 1.50000
  /EncodeMonoImages true
  /MonoImageFilter /CCITTFaxEncode
  /MonoImageDict <<
    /K -1
  >>
  /AllowPSXObjects true
  /CheckCompliance [
    /None
  ]
  /PDFX1aCheck false
  /PDFX3Check false
  /PDFXCompliantPDFOnly false
  /PDFXNoTrimBoxError true
  /PDFXTrimBoxToMediaBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXSetBleedBoxToMediaBox true
  /PDFXBleedBoxToTrimBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXOutputIntentProfile (None)
  /PDFXOutputConditionIdentifier ()
  /PDFXOutputCondition ()
  /PDFXRegistryName ()
  /PDFXTrapped /False

  /Description <<
    /ENU ()
  >>
>> setdistillerparams
<<
  /HWResolution [600 600]
  /PageSize [595.245 841.846]
>> setpagedevice


