Dear Professor Muijs 
Please find below a joint response from all four Higher Education Institutions to the proposed ITE Framework (draft 1) for ITE in Northern Ireland. This response is outlined in three sections. The first section gives an overview of the general comments, the second gives an overview of comments under specific areas of concern received from across the institutions, in relation to the draft framework. The third section outlined specific feedback comments pertaining to specific sections/points within the draft framework and some suggested edits to the current wording (as tracked changes). The comments on the additional column on the left refer to the highlighted text within the first two columns.
General comments
Whilst much of the proposed content is broadly acceptable and already reflected within existing ITE programmes, the framework privileges particular perspectives as definitive whilst marginalising others. This narrowing of focus risks distorting the long-standing and agreed educational vision underpinning teacher development in Northern Ireland. While the document is positioned as a framework intended to articulate entitlement and coherence across initial teacher education, in practice it risks functioning more as an extensive and highly prescriptive specification of content. Although it could be argued that this offers a degree of consistency across all ITE providers, the level of granularity, combined with the repeated use of minimum expectations and enumerated components, gives the impression of a compliance-oriented checklist rather than a guiding structure that supports professional judgement and curricular autonomy. This risks constraining, rather than enabling, providers’ capacity to responsively augment coherent programmes grounded in their distinctive expertise. Although the introductory sections acknowledge provider autonomy and the developmental nature of teacher learning, this positioning is not consistently reflected in the body of the document. The prescriptive tone of later sections sits uneasily with claims of flexibility, raising questions about how far providers can meaningfully diverge from the specified components without being perceived as non-compliant.
Across the framework, there are inconsistencies and ambiguities: unclear use of terms such as ‘entitlement’ and ‘scientifically supported’; incomplete alignment with statutory curriculum requirements; ambiguous references to ‘teacher standards’ (e.g., whether these refer to GTCNI Competences or external frameworks). Without clearer philosophical grounding, explicit alignment with policy, and coherent internal logic, the framework risks appearing technocratic rather than educationally principled.
The absence of philosophy of education is especially notable, given the document’s repeated invocation of ‘entitlement’ without defining its underlying rationale. Education is a moral and social practice oriented toward the betterment of individuals and society. That moral dimension is insufficiently articulated here.
The document also fails to align clearly with the current or proposed Northern Ireland Curriculum. Statutory subjects, including Religious Education, are incompletely referenced. Terminology such as ‘Northern Ireland National Curriculum’ requires correction or clarification. Further to this point, it is unclear why literacy is positioned within English, Literacy and Drama, and numeracy within Maths and Numeracy. Literacy and numeracy are whole-school, cross-curricular priorities, and this framing risks implying that responsibility rests primarily with subject specialists rather than all teachers. This appears inconsistent with existing policy and practice (locally and internationally).
The evidence base for the draft framework
There appears to be a lack of clarity regarding the underpinning evidence base of the framework. The reference list referred to in the document is missing, making it difficult to ascertain on what research, professional standards, or international frameworks the proposals are grounded. This limits the transparency and academic rigour of the document and makes informed evaluation challenging. Within the document there is a complete absence of an objective, systematic and research-informed analysis. This is simply a subjective wish-list.
References to the current GTCNI competence framework
The current competence framework emphasises the need for teacher professional identity, professional autonomy, teachers who are 'concerned with the purposes and consequences of education as well as what might be called technical proficiency' (page 9), it also notes the need for 'open-mindedness', teachers as 'critical problem solvers', as 'theory builders'.
The GTCNI competences are peppered with references to 'understand contemporary debate'. The tone in our current framework is one of teacher education and criticality and self-positioning in debates; the tone of this proposed framework is one of teacher training to enact (uncritically) the ideology of our current Education Minister and those who influence and support him, through 'instruction' rather than processes of learning and teaching in a context that is devoid of the wider needs of children and young people, and is  incompatible with the values that have infused teacher education in Northern Ireland. Young people in Northern Ireland, growing up within a historically divided society, need to be enabled by their teachers to think critically and beyond traditional political and social narratives. They require the skills to analyse news, social media, and other external influences independently, while still recognising their own value and worth as individuals. To achieve this, teachers must themselves be educated within a framework that promotes critical engagement with educational purposes, curriculum, policy, and pedagogy, supported through wider reading, self-directed inquiry, and reflective practice.
A substantive concern emerges when the framework is considered alongside Teaching: The Reflective Profession. While the document asserts alignment with the GTCNI Teacher Competences, this alignment is not sufficiently theorised or demonstrated. The GTCNI competences are explicitly grounded in a non-reductionist, developmental view of professionalism, in which competence is understood as organic, evolving and exercised through reflective judgement over time, rather than as a finite body of content to be mastered during initial preparation. They are deliberately framed as a continuum spanning initial teacher education, induction and career-long professional learning, and are not intended to function as a curriculum or a prescriptive specification of inputs. By contrast, the framework adopts a highly detailed and content-heavy structure, characterised by extensive lists of minimum expectations and specified components. In doing so, it risks reconfiguring the GTCNI competences into a set of discrete, measurable requirements, thereby narrowing their original intent. This creates a conceptual tension between a competence model founded on professional autonomy, reflection and critical engagement, and a framework that appears to prioritise coverage and compliance.
In the absence of an explicit account of how these detailed learning goals are intended to support, rather than constrain, the reflective and developmental nature of professional competence, the relationship between the two documents remains ambiguous. Without such clarification, there is a risk that the framework not only duplicates existing expectations but also reshapes them in ways that sit uneasily with the NI’s long-standing rejection of mechanistic or checklist-based approaches to teacher professionalism as espoused through GTCNI documentation.
Proposed breadth and prescription of content; subject knowledge for subject-specific ITE programmes
The cumulative breadth of required content is particularly problematic. The volume and specificity of knowledge, skills, and approaches identified across the five domains appear disproportionate to the temporal and structural constraints of some ITE programmes, especially one-year postgraduate routes. Without clear prioritisation, the framework implicitly assumes that all elements can be addressed in sufficient depth, which may be neither realistic nor pedagogically desirable. There is a risk that coverage becomes superficial, driven by accountability pressures rather than meaningful professional learning.
The draft framework appears to place responsibility on ITE programmes to provide extensive subject-matter coverage, despite the fact that entrants to postgraduate routes will already hold relevant undergraduate qualifications. A more defensible position would be to frame the role of ITE as ensuring that beginning teachers possess an appropriate and professionally usable level of subject knowledge for their phase and discipline, rather than implying that such knowledge must be comprehensively taught within the programme itself. As currently written, the framework blurs the distinction between subject formation and professional preparation.
Proposed consideration of educational theory
The treatment of learning theory is limited and selective. Whilst several theories are acknowledged, others central to the ethos of teacher education, such as critical pedagogy and sociocultural theory, are absent. This selective emphasis is problematic, particularly where one theoretical orientation (e.g., cognitive learning theory) appears prioritised over others without clear justification. Initial teacher education should cultivate intellectual breadth and critical engagement, not theoretical hierarchy.
The framework presents the ‘knowledge-rich curriculum’ as the default model without critical interrogation or philosophical justification. It neither explains why this approach is privileged nor clarifies what constitutes ‘secure and thorough subject-matter knowledge’ across phases. If a knowledge-rich shift is intended, substantive knowledge (key facts and concepts) and disciplinary knowledge (how experts think and work within a subject) must be clearly defined for each area of learning and for both Primary and Post-Primary contexts.
At the same time, knowledge cannot remain inert. The framework insufficiently connects declarative knowledge (facts and concepts) with procedural knowledge (skills and application). Skills development, particularly in areas such as the Arts, must be explicitly valued. Creativity, independent thought, entrepreneurial spirit, innovation, emotional intelligence, and pupil voice are largely absent. Without these, teacher education risks reinforcing compliance rather than cultivating adaptability and imagination in future classrooms.
Professional judgement, teacher identity, leadership and well-being
The section on The teacher as professional: This whole section omits the Theory and Principles of Professionalism. More broadly, the framework foregrounds ‘what works’ techniques and codified practices at the expense of professional judgement, reflective practice, and the development of teacher identity. Teachers are implicitly positioned as curriculum deliverers rather than as reflective professionals engaged in moral, intellectual, and relational work. There is limited reference to reflexivity, values, ethics, or the historic and political dimensions of education in Northern Ireland. 
It is striking that ‘the teacher as professional’ appears last in a framework intended to outline professional formation. There is minimal attention to teacher wellbeing, resilience, or identity formation. In the current climate, these are not peripheral concerns but central pillars of sustainability of the profession.
The absence of research and enquiry is particularly notable, especially given TransformED’s strong emphasis in this area. Teachers should be positioned as enquiring professionals who engage critically with evidence, not simply implementers of prescribed strategies.
The Learning Leaders Strategy (DE, 2016) articulated a compelling roadmap for professional development, including the principle that every teacher is a leader. This vision is largely absent. Leadership, agency, and professional growth should be central rather than peripheral.
The draft framework, in its current iteration, does not align with well-established values and principles that underpin the teaching profession in Northern Ireland. The current competence framework (and other policies) present teachers as 'reflective and activist' not individuals to be 'trained' to deliver. More explicit recognition of the intellectual and critical dimensions of teacher professionalism is needed. In particular, there is limited acknowledgement of the need for programmes to equip student teachers with the capacity to interrogate, evaluate, and challenge dominant theoretical and empirical claims that shape contemporary educational discourse. Without this emphasis, the framework risks presenting areas such as learning science and pedagogy as settled bodies of knowledge rather than as fields characterised by debate, contestation, and evolving evidence. 
Teaching approaches 
The language of ‘instruction’ and the granular listing of teaching strategies suggest a technicist orientation, heavily aligned with direct instruction models. Whilst explicit teaching has its place, ITE must expose student teachers to a much broader pedagogical repertoire.
The reference to ‘scientifically supported’ approaches is ambiguous and appears to privilege particular methodological designs (notably RCTs) over other rigorous forms of educational research. Given the complexity of education, this narrowing of what counts as ‘scientific’ risks excluding valuable insights from qualitative, longitudinal, and practitioner-based enquiry.
The framework’s digital technology component is similarly narrow, focusing largely on AI and coding whilst neglecting the wider dimensions of Using ICT (UICT), including the statutory 5Es within the Northern Ireland Curriculum. Training in GenAI should indeed be included, but within a broader, pedagogically grounded digital literacy framework.
Assessment
Assessment is treated predominantly as a technical exercise, with emphasis on item and question construction. This risks reducing assessment to an administrative function rather than positioning it as a tool for learning.
Teacher education should prioritise diagnostic utility, using data to identify precisely where understanding has broken down and how learning can be supported. The framework lacks sufficient attention to standardised scores, percentiles, and psychometric tools, which are increasingly central to tracking progress and identifying need.
Rather than dividing assessment into narrow categories, it would be more productive to integrate assessment into a unified framework that emphasises authentic alignment with learning objectives and meaningful feedback.
Inclusion, equity, SEN and high expectations
Given that nearly 20% of pupils in Northern Ireland have Special Educational Needs, the current minimum requirements are too superficial. The framework should explicitly reference the SEN-first approach and the Graduated Response Framework outlined in the 2025–2030 SEN Reform Agenda.
Teacher education must move beyond defining SEN categories to engaging with the practical realities of neurodiversity, co-morbidities, inclusive pedagogy (including but not uncritically adopting UDL), and the drafting of Personal Learning Plans (PLPs). High expectations must be understood as more than encouraging language; they require effective differentiation and a recognition of systemic barriers to attainment, including disadvantage.
It is surprising that neurodiversity is singled out in isolation, given the wide range of SEN represented in classrooms. Inclusion must be comprehensive and practically grounded.
There is a high level of concern around the absence of references to children and young peoples' wellbeing, mental health; specific groups in need or protection. There is a high level of concern related to the omission of a significant number of important areas which are already covered on ITE programmes in Northern Ireland. For example, trauma informed approaches, restorative approaches which all inherent in the DE wellbeing framework AND ETI inspection framework)
Relationships, behaviour and classroom climate
Classroom climate is framed predominantly in terms of management rather than relationships. There is little recognition of restorative practice, which has consistently demonstrated its effectiveness in fostering belonging, accountability, and relational coherence between a school’s stated values and daily practice.
The document references ‘undesirable behaviour’ without defining them and omits discussion of desirable or positive behaviours, creating an ethical ambiguity. There is also no reference to PDMU, trauma-informed practice, or Relationships and Sexuality Education (RSE), all of which are essential in contemporary contexts.
Similarly, collaboration with parents is framed idealistically around ‘mutual trust,’ without preparing teachers for difficult interactions. Professional assertiveness and conflict resolution are increasingly necessary competencies.
In summary, the draft framework contains many appropriate elements, yet its overall orientation is narrow. It privileges technique over judgement, knowledge over wisdom, management over relationships, and compliance over creativity. It underplays inclusion, research, moral purpose, teacher wellbeing, and leadership. Initial teacher education must develop not only competent practitioners but reflective, resilient, ethically grounded professionals capable of critical thought, inclusive practice, and educational leadership. A revised framework should articulate a clearer philosophy of education, restore balance between knowledge and skills, embed inclusive and restorative principles, and foreground teacher identity and enquiry as central to professional formation. Its current form risks over-specification, limited feasibility, and an underdeveloped account of professional agency. A clearer distinction between entitlement and prescription, stronger prioritisation, and a more explicit commitment to critical engagement would significantly strengthen its contribution to the ITE landscape in NI, if it is, indeed, required.
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	Teacher education in Northern Ireland is acknowledged as providing a strong basis for teachers in the jurisdiction. The four providers are of high quality and have been acknowledged as such by ETI and external reviews. Nevertheless, in a changing educational landscape there is a desire to ensure that all prospective teachers are have an entitlement to fundamental knowledge and skills for beginning teachers. 
	This sentence still gives the impression that the four providers are unable to do this. In reality, we have consistently pre-empted, adapted and will continue to pre-empt and adapt, in response to the ever‑changing educational landscape, which includes not only curriculum reform but also the wider global and local cultural and societal factors that impact schools and education.

	This framework aims to provide this entitlement by setting out key knowledge and skills required in initial teacher education. The framework is by definition not a complete list of all the qualities required of a good teacher. Initial teacher education is only the first step towards becoming an effective teacher, and needs to be seen as part of a continuum moving into the induction and early career phases, and then through lifelong learning during the teaching career. 
	‘continuum’ - It is difficult to comment on this framework without sight of the continuum (or Induction and EPD at a minimum)

‘career’ - Not clear if this fits within the current Learning Leaders DE policy or if there is a new policy of TPL progression envisaged.

	The framework is also not meant to prescribe the ITE curriculum in the providers. Providers must maintain the freedom to shape teacher education according to their values and expertise by building on this framework. This includes elements that may not be present in this framework, which providers may feel are important. 
	This sounds very similar to the arrangement for the Core Syllabus for RE. Schools were encouraged to go 'beyond the core' but there was so much in the Core there was no way they could build on it. The same could be true here, especially for PGCE courses. B.Ed. courses might have the luxury of adding more. 

	The framework has been matched to the GTCNI Teacher Competencies as set out in ‘Teaching: The Learning Profession’. In addition, it has been developed based on the most current insights on learning and pedagogy (see reference list), from an inclusive vision of education. It is aligned with the TransformEd strategy and reforms, including the curriculum review. 
	‘has been matched to the GTCNI Teacher Competencies’ - It is recommended that the content of this draft framework is mapped to the existing competence framework. We are already touch on the vast majority of what is outlined in this draft framework. it would also be important to mas to induction and EPD.
‘reference list’ - It is difficult to comment without seeing the underpinning theoretical literature. 

	The framework is structureds along five main areas that describe the knowledge and skills of student teachers: learning and development, pedagogy and assessment, curriculum and subject knowledge, classroom climate and behaviour for learning, and the teacher as a professional. For each of the five areas we have outlined a number of learning goals along with a number of key components o examples.
	‘we’ - Clarity around authorship is important here. As this document stands, the team do not want their names attributed.



Learning and development

	Learning goal
	Components
	

	A1. Students should learn about learning theories, including empirical evidence and critiques.
	At minimum, students should learn about the following learning theories and their relevance for education:
• Behaviorism
• Cognitivism
• Social constructivism
	Connectivism is missing here

	A2. Student should learn insights from cognitive learning theory about human learning, including misconceptions.
	At minimum, students should learn about:
• Information processing
• Long-term memory
• Sensory memory
• Working memory
• Knowledge structures in the brain
· The importance and role of emotion in learning
· Working memory capacity
	It is concerning that cognitive learning theory is the only learning mentioned here. A similar statement is needed for the other learning theories. If delineating specifics of cognitivism then the critiques must be outlined too.

	A3. Students should learn about the developmental domains of children and adolescents as appropriate to age/stage.
	At minimum, students should learn about 
• Sensory, motor, physical development
• Cognitive and language development
• Social-emotional development
• Moral development
	

‘Moral development’ - if 'moral' is to be included, then 'socio-political' needs to be in here too.

	A4. Students should learn about the importance of holding high expectations for all students.
	At minimum, students should learn about 
• The reasons all pupils can learn
• Encouraging language
• Work habits, perseverance, effort
	

	A5. Students should learn about Special Educational Needs and how to cater for neurodiversity 
	At minimum, students should learn about
· What SEN are
· Different categories of SEN
· Inclusive practice and UDL
· What neurodiversity is
· How to develop inclusive practice
	Conflating neurodiversity with SEN is contested.



Pedagogy and assessment

	B1. Students should learn about general instructional principles, and strategies that are effective for student learning.
	At minimum, students should learn about the following pedagogical principles and approaches:
• Activating prior knowledge
• Stating clear learning goals
• Direct instruction
· Collaborative group work
• Combining words and visuals
• Modelling (worked examples)
• Scaffolding (guided practice)
• Active learning
• Checking for understanding
• Providing feedback

At minimum, students should learn about
the following learning strategies:
• Spaced practice
• Retrieval practice
• Interleaving
• Overlearning (automatization)
	This whole section on pedagogy and assessment needs to use general terms rather than current fads/trends.

There are serious concerns around using the term 'instructional' - language like 'teaching and learning' should replace this

‘At minimum’ - A list such as this needs “future proofed”. It will very quickly become out of date which will be constrictive and embarrassing when research and school experience has moved on.

Problem Solving, critical thinking, problem-based learning, inquiry-based learning are missing here.

	B2. Students should learn to encourage deep learning during lessons, give effective feedback, and stimulate self-regulated learning.
	At minimum, students should learn about
Effective processing and monitoring during lessons, including:
• Checking for understanding
• Incorporating desirable difficulties
• Supporting difficult tasks
• Homework

Effective feedback during and after lessons:
• Feedback on task, process, and self-regulation
• Feedback, Feedup, Feedforward
• Whole-class, peer, and self-feedback

Self-regulated learning and executive functions:
• Teaching metacognitive and cognitive skills
• The role of motivation
• Effective instruction for developing self-regulation
	‘desirable difficulties’ - This term is heavily skewed to 'knowledge rich' and 'the Matthew Effect'. It is too specific for a minimum entitlement.

	B3. Students should learn to use subject-specific pedagogical approaches appropriate to their subject, content, and phase
	For example:
• Thematic work
• Inquiry and design-based learning
• Historical reasoning
• Multiperspectivity
• Biological observation
• Vocabulary instruction (four-step model)
• Maker education
• Using stories, examples, metaphors, analogies
• Play-based learning
	

	B4. Students should learn about scientifically supported approaches to develop basic skills
	At minimum, students should learn about
· The science of reading 
· Multilingualism
· Mastery learning
· The science of maths
	‘At minimum, students should learn about’ - It is important to be aware of the amount of time we have with PGCE students- many of them struggle with basics such as lesson planning and the subject-specific requirements. For example, covering “The science of maths” will not be a good use of limited time for an English PGCE student. This area needs to be subject related/appropriate at PGCE - e.g. focus on literacy and numeracy in general terms.

‘Multilingualism’ – should this read plurilingualism and translanguaging?

	B5. Students should learn how to create an inclusive learning environment.
	At minimum, students should learn about
• The influence of teacher background and reference frames
• Strategies for diversity
• Strategies for inclusion
	This is not clear – is inclusion here taken as solely SEN? It is imperative that a new framework moves beyond 'diversity' to 'equality and equity'. 
This section seems to be focused on 'pedagogy' and there is no reference in the document in relation to diversity other than here or in relation to neurodiversity. It is imperative that student teachers have a broader sense of diversity/inclusion and the role of schools in responding to this through a lens of equality and anti-discrimination. For example, anti-racist, anti-sexist, anti-homophobic, anti-sectarian approaches to education. 

	B6. Students should learn how to integrate digital technology in teaching and learning
	Including: 
· The use of AI
· The importance of dual coding
· Internet safety

	‘digital technology’ – newer terminology is digital literacy

‘in’ – it is not clear how this aligns to the current digital strategy

‘use’ - ethical use of AI is missing here. The dangers must not be sidelined.

‘dual coding’– this would take our student teachers in the wrong section. The focus should be on digital technology transforming the learning process (being innovative and creative as well as thinking critically about its use). Dual coding does not require digital technology. Dual coding means that learners can improve learning through visual and verbal collaboration. 

‘internet safety’ – this is outdated terminology. It should be online safety. There are concerning omissions here – cybersecurity, mixed reality, VLE platforms (includes e-assessment and feedback), information disorder. All of these are already available in schools, so student teachers need to know how to use these effectively. Cybersecurity is different to internet safety, both are required.

	B7. Students should learn about the purposes and uses of educational assessment & evaluation
	At minimum, students should learn about
· Formative and summative forms, 
· Criterion referencing and norm referencing
· Different uses of assessment 
· Using assessment data 
· The NI assessment system for their phase
	

	B8. Students should learn to design and evaluate assessment  
	At minimum, students should learn about:
· Item construction
· Question paper construction
· Assessing practical elements
· Mark scheme design
	This section is more suited to teachers once they are in the profession (Induction and EPD). This can most certainly be noted and introduced. For example, student teachers should be learning how to work with marks schemes in ITE not design them.

	B9. Students should learn to evaluate whether pupils have mastered the objectives of a lessondemonstrated that they have learned throughout  a lesson and/or lesson series and apply effective interventions.
	Evaluating can include use of questioning, observation of pupils, exit cards, quizzes 

Interventions may include, inter aliainclude:
• Remediation after lessons
• Pre-teaching before next lessons
• Peer tutoring
• Homework
	




Curriculum and subject knowledge

	C1. Students should learn what a knowledge-rich curriculum is and what the role is of a curriculum framework, teaching methods, and learning materials in designing a series of lessons.
	At minimum, students should learn about
· The importance of knowledge for learning and for the development of skills.
· Critically evaluating teaching methods and learning materials for primary education.
· The characteristics of different curriculum models, at minimum competency-based curricula and knowledge-rich curricula, and their advantages and disadvantages.
· The characteristics of a knowledge-rich curriculum and the characteristics of other models, in particular:

• Specificity
• Knowledge richness
• Consistency
• Coherence
• Progressive sequencing
· Misconceptions concerning the concept of a knowledge-rich curriculum and misconceptions (misinformation) about aims-based curricula when equating this to 'skills-based'.
	This section is too narrow in terms of curriculum theory. Student teachers need to be given an entitlement to knowledge about a range of perspectives on curriculum. The student teachers learn about different approaches to curriculum delivery, but this is problematic in that this is particular terminology related to a specific approach. 

The second column is largely being done... but not in relation to the a 'knowledge-rich' approach which underpins the curriculum. Obviously, we focus on the 2007 approach to delivery.

‘for primary education’ – not relevant to the PGCE at QUB.

‘competency-based’ – this is not the same as aims-based which is a fundamental curriculum model.

‘characteristics of a knowledge-rich curriculum’ - student teachers must be exposed to more than one model to become informed critical practitioners.

	C2. Students should learn about the Northern Ireland National Curriculum and its relevant content for their phase/subject
	At minimum, students should learn about:
· The structure of key phases
· The structure of the curriculum
· Relevant subject content
	We do not have a national curriculum

	C3. Students should learn how to design a goal-oriented lesson within a lesson series based on effective instructional teaching and learning principles and teaching and learning strategies.
	At minimum, students should learn to:
• Formulate clear learning goals for the whole class.
• Decide which instructional teaching and learning principles and strategies will be used, aligned with content.
• Use differentiation purposefully 
• Design and apply purposeful processing activities.
• Design and apply effective forms of lesson evaluation.
	





This term is outdated – this needs to be replaced with 'inclusive pedagogy' or 'adaptive teaching'.

	C4. Students should develop secure and thorough subject-matter knowledge in the subjects and themes described in the Northern Ireland national curriculum for their phase/subject(s)
	Curriculum subjects include:
· English, Literacy and Drama 
· Irish
· Mathematics and Numeracy 
· Art and Design  
· Music 
· Science
· Digital Technology / ICT
· Technology and Design
· Home Economics
· History 
· Geography 
· Modern Languages
· Personal, Social, Civic and Careers Education
· Physical Education


	‘Subject-matter’ knowledge – it is not the remit of, nor feasible in the time available, for HEIs to cover subject-matter knowledge within post-graduate ITE. Student teachers are already coming to ITE with an undergraduate degree in a specialist subject. 

‘Curriculum subjects’ - These neither fully align with our current subjects nor those proposed in curriculum review. Several subject areas are omitted here (for example: Psychology, Sociology, Health and Social Care, Religious Education)

‘Literacy’,  ‘Numeracy’ - are not currently ‘subjects’. They should lie outside curriculum subjects as areas for development across the curriculum. This inclusion with English/Maths will lead to no other subject areas taking their responsibility of developing these areas seriously.

‘Irish’ - Irish should not be separated out from Modern Languages. This is not current policy. Should this read ‘Gaeilge in IME settings’?

‘Digital Technology / ICT’ - instead of ICT the terminology should be digital literacy. Student teachers require Digital Technology and digital literacy. They are different.

	C5. Students should master the language of instruction teaching and learning if preparing to teach in bilingual or Irish immersion setting
	At minimum, students should have sufficient language knowledge to teach their subject(s) in the medium of instruction teaching and learning of the school they will work in.
	



Classroom climate and behaviour

	D1. Students should learn what a good teacher–student relationship entails and understands it is developmental and essential to learning.
	At minimum, students should learn about
interpersonal relationship theory
	Clarity around what is meant by ‘interpersonal relationship theory’.


	D2. Students should learn to create a positive, safe, and stimulating classroom climate.
	At minimum, students should learn about:
• developing positive peer relations
• Developing positive teacher–pupil relations
• Classroom climate
• Group dynamics
• Culturally responsive teaching
• Creating a sense of belonging
	


‘Culturally responsive’ – this is generally called 'culturally sustaining' now. This term is used several times in the document. Clarity around what the author considers this to mean is important here because CRT/CRP/CSP is based on progressive, critical pedagogical perspectives (see Ladson-Billings) which is the antithesis of cognitivism and knowledge-rich approaches. Some clarity on what this is meant to mean would be welcome.

	D3. Students should learn what classroom management entails and recognise the different processes that contribute to effective classroom management.
	At minimum, students should learn about:
· Proactive classroom management (e.g. a positive, safe, and stimulating classroom climate; clear rules and routines; social-emotional learning; effective instructionteaching and learning; classroom organization; culturally responsive sustaining teaching)
· Reactive classroom management
· Classroom level and school level, and the interaction between the two
	


‘reactive classroom management’ – the PGCE programme educates student teachers to be prepared and fully planned for as many situations as possible. To be forward thinking, aware of, and responsive to, the classroom climate and pre-emptive. To know school policies and how to implement them. Reactive, in classroom management, is a last resort.

‘School level’ - this develops through Induction and EPD.

	D4. Students should learn how to apply clear rules and routines in the classroom.
	At minimum, students should learn:
· That routines must be taught explicitly.
· The influence of routines on learning time, task orientation, and students’ cognitive load.
· Strategies for integrating behavioural routines (e.g. during lesson starts, transitions, and lesson endings).
· Applying rules and routines consistently, both within the classroom and across the broader school context.
	

	D5. Students should learn to respond appropriately and proportionatelyproportionally  to undesirable behaviour.

	At minimum, students should learn about forms of behaviour managementpromoting positive behaviour including:
· Restorative practice
· Trauma-informed approaches
· External behaviour management (e.g. Positive Behaviour Support).
· Internal behaviour management (e.g. social-emotional approaches)
· Ecological approaches (lesson processes are central).
· Motivating curriculum.
· Interpersonal approaches.
	Restorative Practice needs to be added in. Colleagues have seen first-hand how this can work with an able pastoral team. This framework also has to cover preparation for all school types and relates to the earlier points referencing wellbeing/inclusive. 
Trauma-informed approaches also need to be included and that the tone of this whole section needs to align with existing (relatively new) policies on wellbeing, and the ETI new framework. 

‘undesirable behaviour’ - tone of this needs to be less pejorative

‘Positive Behaviour Support’: this is one approach which is behaviourist in nature - foundational aspects of this are useful in some contexts, but a wider range of approaches needed that are relational and social

‘Internal behaviour management’ - restorative and trauma informed approaches are not just focused on 'individual regulation' but are concerned with structural issues too.

‘Motivating curriculum’ – this should refer to motivation in general and not just 'motivating curriculum '.










The teacher as professional

	E1. Students should learn about the importance of collaboration with colleagues and other education professionals to strengthen pupil learning.
	At minimum, students should learn about
· Pursuing a shared, supported school vision and mission (collective teacher efficacy).
•    Joint reflection on teacher knowledge,   behaviour, and beliefs
· Developing a community of practice
	

	E2. Students should learn about constructive collaboration with parents and caregivers.
	At minimum, students should learn about
•    Formal and informal communication
•    Mutual trust
•    Ethics and discretion
•    Parental involvement and participation
•    Barriers to parental engagement
	
‘parents and caregivers’ – again, we need to be careful about this being tied to ITE to tightly.

The minimum statements here are incredibly vague and broad.

	E3. Students learn about the legal rights of children and students with disabilities.all children.
	At minimum, students should learn about
•    UN Convention on the Rights of the Child
•   Rights of persons with disabilities
	There are several important omissions here: for example, United Nations Sustainable Development Goals; World Health Organisation on Childhood Development

	E4. Students learn about the legal and ethical frameworks and underpinning of education in Northern Ireland, 
	At minimum, students should learn about
· Statutory frameworks, 
· Teacher standards
· SEN code of practice
	
‘Teacher standards’ – we do not have 'teacher standards'. This is a term used in England. We use the GTCNI competence framework.

	E5. Students learn to work with other adults in the classroom
	Including
· Classroom assistants
· SEN assistants
· Support staff
· Specialist visitors
· Parent volunteers

	
‘in’ – this should include staff members outside the classroom. For example, SENCOs, Safeguarding, technicians (science/IT) and how to engage respectfully with them.
‘SEN assistants’ – this should include general assistants, language assistants



End
