
Vol.:(0123456789)

International Journal of Technology and Design Education (2025) 36:131–152
https://doi.org/10.1007/s10798-025-09988-9

An exploration of pre‑service technology teachers perceived 
preparedness to teach and promote well‑being in Irish 
post‑primary schools

D. Mullane1 · J. O’Flaherty2   · L. Hearne3

Accepted: 22 April 2025 / Published online: 9 May 2025 
© The Author(s) 2025

Abstract
Supporting mental and physical well-being during adolescence is critical for positive indi-
vidual development and growth (Aston, 2018; Borland et al., 2022). Influenced by factors 
such as schooling, family dynamics, and social media (Žukauskienė, 2014), well-being has 
become increasingly relevant in the Irish post-primary curriculum following recent edu-
cational reforms. Designated as one of the core principles of lower secondary education 
(DES, 2015), well-being is guided by the National Council for Curriculum and Assess-
ment (NCCA) Wellbeing Guidelines (NCCA, 2017, 2021), which offer strategies for imple-
menting cohesive school programmes. Due to a keen interest in well-being and its close 
but not always apparent links to technology education, this mixed-methods study explored 
pre-service technology teachers’ preparedness to teach and promote well-being in Irish 
post-primary schools. Employing a mixed-methods approach, data were collected from 
final-year pre-service technology teachers via online surveys (Phase 1) and online semi-
structured interviews (Phase 2). The findings indicate that while participants expressed 
interest in teaching well-being, many felt unprepared and lacked a deep understanding of 
the area, particularly within the curriculum. Challenges identified include curriculum over-
load, assessment pressures, and varying levels of teaching experience. Teacher well-being 
emerged as a significant issue, with high stress impacting classroom effectiveness. How-
ever, opportunities for promoting well-being were also noted, including extracurricular 
activities and the availability of targeted resources. This study highlights the complexity of 
integrating well-being into technology teaching and the need for systemic support across 
the whole school community. Recommendations emphasise the importance of resources, 
policy adjustments, and enhanced initial teacher education (ITE) to address these chal-
lenges, ensuring well-being is effectively promoted within Irish post-primary schools.
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Introduction

The integration of well-being into education has gained prominence globally, with grow-
ing recognition of its role in supporting students’ holistic development and lifelong suc-
cess (OECD, 2019). This study focuses on the perceived preparedness of pre-service tech-
nology teachers (PSTTs) in Ireland to teach and promote well-being, particularly within 
the post-primary educational context. In response to educational reforms such as the Jun-
ior Cycle Framework and the National Council for Curriculum and Assessment (NCCA) 
Wellbeing Guidelines and Policy Statements (DES, 2015; GoI, 2017; NCCA, 2017, 2021), 
Irish schools are mandated to integrate well-being into the curriculum, with a minimum 
of 400 h of well-being-related activities in Junior Cycle – lower second level educa-
tion (that is, students aged of 12–15 years approximately). These initiatives aim to foster 
students’emotional, mental, and physical health, recognising well-being as a cornerstone 
of effective education (DES, 2015; Nohilly & Tynan, 2022). Furthermore, the Junior Cycle 
Wellbeing programme (NCCA) introduced in 2017 emphasises a whole-school approach 
to well-being, which requires all teachers, regardless of their specific subject specialisa-
tions, to contribute to the implementation of the well-being programme (O’Brien et  al., 
2024). However, prior to the publication of the Céim Standards for Initial teacher Educa-
tion in 2020, well-being was not explicitly identified as a core focus within initial teacher 
education (ITE) programmes. The Céim document marks a significant shift by embedding 
well-being within the core elements of all ITE programmes. It specifies that programmes 
must include “Wellbeing (personal and community)” as part of Global Citizenship Educa-
tion and notes the integration of wellbeing as rooted in “the principle of care for others” 
(Teaching Council, 2020a, b, p. 14). This represents the first time that well-being is given 
formal recognition as a key component in the preparation of teachers in Ireland. While 
advocates and proponents of well-being may have incorporated relevant content and expe-
riences through the foundation disciplines such as psychology, sociology, or philosophy 
of education, there was no legislative or regulatory requirement for ITE providers to do so 
until the publication of these standards.

Despite the policy emphasis, questions remain regarding the practical readiness of 
teachers, especially within specialised areas like technology education, to deliver well-
being programmes. Research indicates that teacher well-being is directly linked to the 
effectiveness of their teaching and student outcomes (Corcoran & O’Flaherty, 2022). How-
ever, challenges such as curriculum overload, assessment pressures, and limited teacher 
training on well-being present significant barriers to implementation (Farrell & Mahon, 
2022). Set against this context, this paper explores final-year PSTTs understanding and 
perceived preparedness to teach and promote well-being. The study highlights the critical 
need for systemic support, targeted professional development, and the alignment of well-
being policies with teacher preparation programmes to bridge existing gaps. By examining 
the intersection of policy, and teacher readiness this study contributes to the discourse on 
integrating well-being into specialised curricula and the preparation of pre-service teach-
ers to deliver well-being content once they become embedded within the school system. 
It provides actionable recommendations to enhance Initial Teacher Education (ITE) pro-
grammes, promote teacher well-being, and ultimately support the broader educational goal 
of fostering flourishing school communities. The article is set out as follows. Firstly, ITE 
and ITTE are briefly introduced, followed by a discussion of well-being. The methodology 
framing the study is described and findings are presented. Finally, the authors offer some 
considerations and implications for practice.
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Background

Initial Teacher Education (ITE) in Ireland has undergone significant evolution, reflecting 
broader educational and societal transformations. These changes were propelled by policy 
developments such as the White Paper on Education (DES, 1995) and subsequent legis-
lative acts that established frameworks for teacher education. Today, the Céim Standards 
(Teaching Council, 2020a) emphasise well-being as an integral component of teacher prep-
aration, highlighting its role in fostering supportive learning environments and professional 
growth. This section examines the historical trajectory and contemporary landscape of ITE 
in Ireland, highlighting key reforms and their implications for teacher readiness and holis-
tic education.

Initial teacher education (ITE) in Ireland

The origins of teacher education in Ireland can be traced back to the early nineteenth cen-
tury and remained unchanged until the 1960’s when major reform and a human capital 
approach emerged within education policy (Coolahan, 1981; O’Doherty, 2014; O’Sullivan, 
2005). The period between 1965 and 1975 was vital in the restructuring and development 
of ITE, with professional programmes becoming more modernised and emphasis placed 
on research within the sector (O’Doherty, 2014). The 1990’s reflected an intensification 
of legislation related to Irish schooling and the increasing role of the State (O’Doherty, 
2014). The White Paper on Education, Charting our Education Future (DES, 1995) 
directly influenced policy development and curricular reform in all stages of the education 
system. Importantly, the White Paper addressed the professionalisation of teaching with 
suggestions for improving the attractiveness of the teaching profession, development of a 
practical framework for the induction of newly qualified primary and post-primary teach-
ers, and in-career development opportunities throughout a teaching career (DES, 1995). 
In addition, it was responsible for the creation of legislation directly linked to education, 
i.e. Irish Universities Act (GoI, 1997), Education Act (GoI, 1998), Equal Status Act (GoI, 
2000) and Teaching Council Act (GoI, 2001) (O’Doherty, 2014, p.37). The introduction of 
these Acts formed the “legislative frameworks”, which guided change within the education 
sector (Coolahan, 2003, p.2).

Notably, ITE has experienced considerable change in more recent years, mainly stem-
ming from ongoing policy and legislation developments, the development of the Teach-
ing Council, poor Programme for International Student Assessment (PISA) literacy and 
numeracy results, and the call for a review of the structure of ITE. A key development has 
been the establishment of the Teaching Council in 2006 whose remit is to ensure quality 
standards in teacher education. It is a key stakeholder in the professional accreditation of 
ITE programmes and the continuing professional development of teachers (Teaching Bau-
smith & Barry, 2011; Clarke & Killeavy, 2012; Council, 2020a, b). From 2011 to 2021 the 
Council has been central in the review, reform and accreditation of ITE programmes in 
the Higher Education (HE) sector (Teaching Council, 2020a). In 2012 a major review of 
teacher education was undertaken resulting in the Sahlberg Report (Sahlberg et al., 2012). 
Two reasons for this review were, firstly, the PISA results in 2010 where Ireland scored 
poorly in literacy and numeracy rankings resulting in the identified need for the develop-
ment of quality teachers equipped to effectively teach and promote literacy and numer-
acy within the school community (Conway, 2013; Hyland, 2018; Smyth & Banks, 2012). 
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Secondly, Ireland’s economic recession during this period, whereby reform was viewed to 
develop this neglected area as well as a cost-saving measure within HE (Conway, 2013; 
Hyland, 2012). Fundamentally, recommendations in the Sahlberg Report have had a sig-
nificant impact on the development of ITE in Ireland.

Finally, the most recent important policy development is the publication of Céim: Stand-
ards for Initial Teacher Education (Teaching Council, 2020a) which outlines the require-
ments that ITE programmes must achieve for Teaching Council accreditation. It specifies 
both programme standards regarding design, resourcing, and school placement; and gradu-
ate teacher standards related to skills, knowledge, understanding, and professional values. 
Interestingly, the programme standards are more significant within the context of the ITE 
accreditation process compared to the graduate teacher standards which are not measured 
in the process but merely to be used as a guide to support programme design (Treacy, 
2022). The Céim Standards place a significant emphasis on well-being, recognising it as a 
core component of teacher preparation and professional practice. The document highlights 
well-being within the context of global citizenship education, advocating for the develop-
ment of personal and community well-being among educators and students. It underscores 
the creation of supportive learning environments, both physical and digital, that cater to 
the holistic needs of all learners. Additionally, the standards encourage reflective practice 
and professional growth, which contribute to the personal well-being of teachers as lifelong 
learners and professionals, emphasising care and respect in education (Teaching Council, 
2020a).

Initial technology teacher education (ITTE)

The importance of developing technological capability in terms of our evolving society and 
economy is deemed “necessary and relevant for all aspects of living and working” (NCCA, 
2006, p.2). The practical nature of technology education classrooms allows for the develop-
ment of technological capability through “the interaction of the mind and hand” (Kimbell 
& Stables, 2007, p.75). In Irish post-primary schools, technology education is provided 
at both higher and ordinary levels in the Junior and Senior Cycle. For Junior Cycle tech-
nology subjects, 200 h of contact time is allocated over the three-year cycle, with 180 h 
of contact time allocated at Senior Cycle over the two-year cycle (NCCA, 2006). These 
subjects are not compulsory subjects, which can lead to fluctuating numbers sitting the 
subjects at both Junior and Senior Cycle.

Whilst technology subjects in the current Irish education system were developed from 
the vocational schooling system in the 1930’s, the roots of these subjects have played 
their part within “the Irish curriculum since 1885 as manual instruction and educational 
handcraft” (Carty & Phelan, 2006, p.7). ITTE programmes emerged due to the need for 
qualified teachers to teach technology-based subjects in Irish vocational schools (Leahy 
& Phelan, 2014), as well as the introduction of the technology-based subjects in the Leav-
ing Certificate state examinations in 1969 (Lane et al., 2022). Lane et al. (2014) highlight 
the necessity for ITTE programmes to provide graduates with “a broad learning experi-
ence where they develop an in-depth understanding and appreciation of the principles of 
their subject discipline and pedagogy, refine and develop cognitive and psychomotor skills, 
while integrating this with the study of educational philosophy” (p.24). Problem-based 
learning (PBL) had been a critical pedagogical approach used by teachers of technology-
based subjects to aid with effective teaching and learning (Lane et  al., 2022). However, 
design, student-centred learning, and the promotion of creativity within the subjects are 
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now becoming the predominant strategies for effective learning in the technology class-
room. This design-centred approach is thought to be crucial for the growth and stimula-
tion of young people and their imagination (Lane et  al., 2022; Leahy & Phelan, 2014). 
This shift, along with the ongoing development of ITE in Ireland, has given rise to the 
evolvement of ITTE to suit the requirements of the technology subjects and the broader 
ITE landscape.

Well‑being

The World Health Organisation (WHO), highlighted well-being as one of the many essen-
tial facets which contribute to an individual’s health (Keyes & Shapiro, 2004). Whilst well-
being is often linked to health, happiness and quality of life (O’Brien, 2008; Smyth, 2015), 
a clear definition of the concept remains elusive. One of the key developments in defining 
and understanding well-being has been the emergence of the positive psychology move-
ment - the study of positive aspects and characteristics in an individual’s life (Seligman & 
Csikszentmihalyi, 2000; Sheldon & King, 2001). Positive psychology aims to contribute to 
effective human functioning while maintaining stable well-being (Gable & Haidt, 2005). 
However, positive psychology can have adverse effects as the emphasis on positivity could 
make people feel guilty or worse than before, if, and when they do experience negative 
thoughts or emotions (Held, 2004). Primarily there are two main historical perspectives 
associated with the term well-being that have guided modern-day research on the concept 
– hedonic well-being (HWB) and eudaimonic well-being (EWB) (Ryan & Deci, 2001). 
HWB conceptualised by Diener (1984) who explored the concept of subjective well-being, 
relates to an individual’s assessment of their own life and its quality (Ryan & Deci, 2001). 
Ryff (1989) conceptualised EWB through his exploration of psychological well-being. This 
concept explores needs and qualities that are said to be “essential for one’s psychological 
growth and development” (Tov, 2018, p.2).

From an educational perspective, the concept of flourishing is now being linked to stu-
dent well-being in policy making and teaching. Flourishing describes individuals who are 
said to be functioning well in life, from a psychological perspective (Seligman, 2011). 
Seligman’s (2018) PERMA model is being used as a framework in the Irish Junior Cycle 
programme and contains five elements or ‘building blocks’ for flourishing: positive emo-
tion, engagement (flow), relationships (positive), meaning, and achievement (Seligman, 
2018). Notably, education for flourishing must be moulded into all aspects of the curric-
ulum for its successful implementation (Brighouse, 2006), although the rigid and exam-
focused nature of many curricula poses potential challenges to its application (Kristjansson, 
2017; Smith et  al., 2022). Another challenge relates to teachers’ preparedness and com-
petence to teach well-being to students (Guler-Nalbantoglu & Aksu, 2021). Additionally, 
teacher well-being can affect the quality of student learning experiences, behaviour, and 
academic achievement (Corcoran & O’Flaherty, 2022; Devaki et  al., 2019; Hall-Kenyon 
et al., 2014). If teacher well-being is not maintained, it can lead to stress, exhaustion and 
burnout and potentially lead to a loss of motivation for teaching (Bethune & Kell, 2020).

Well‑Being in the junior cycle curriculum

In 2014 the first major interdepartmental policy framework related to the well-being of 
Ireland’s youth titled Better Outcomes, Brighter Futures: The National Policy Framework 
for Children and Young People 2014–2020 was published (DCYA, 2014). This was quickly 
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followed by the Framework for Junior Cycle in 2015 which indicated that students must 
undertake 400 h of learning related to the area of well-being. These 400 h of learning 
are guided by the Junior Cycle Well-being Guidelines developed by the NCCA in 2017 
(updated in 2021). As part of these guidelines, six well-being indicators were developed 
for the teaching and promotion of well-being: Active, Responsible, Connected, Resilient, 
Respected and Aware. Each indicator links to well-being, and a combination of each can 
lead to positive student well-being (NCCA, 2021). Whole-school responsibility is now the 
dominant narrative regarding the optimal pedagogical approach for the effective imple-
mentation of well-being in Junior Cycle (NCCA, 2021), requiring buy-in from all staff 
to ensure students feel supported (Weare, 2013). That said, particular emphasis is placed 
on the importance of Physical Education (PE), Social, Personal and Health Education 
(SPHE), and Civic, Social and Political Education (CSPE) teachers to deliver well-being 
(NCCA, 2021). The Junior Cycle Wellbeing Guidelines (NCCA, 2017, 2021) aim to sup-
port schools in delivering a structured 400-h Wellbeing programme comprising Physical 
Education (135 h), SPHE (100 h), CSPE (100 h), and 65 h from other relevant learning 
areas such as guidance education or school-developed units. The guidelines also offer plan-
ning templates, sample units, and guidance on assessment and reporting. Complementing 
this, the Céim Standards (Teaching Council, 2020a, b) require ITE programmes to embed 
well-being, inclusive education, and reflective practice, promoting care, diversity, and pro-
fessional growth. Additionally, the SPHE Toolkit (SPHE, 2023) provides resources aligned 
with the SPHE short course, covering key topics like personal safety, mental health, sub-
stance use, and RSE. Delivery of the Well-being curriculum could be considered some-
what arbitrary, as schools are asked to create their own programmes based on guidelines/
indicators. Farrell and Mahon (2022) argue that the approach to well-being and mental 
health in post-primary education is flawed. They contend that the formalised approach (400 
timetabled hours) to its teaching and promotion can diminish teacher-student relationships 
due to the “unauthentic nature of interactions related to well-being” (p.53). It should not be 
entrusted to the curriculum but reflected in “how a school treats its teachers as well as its 
students” with more focus on relationships and the importance of them (Farrell & Mahon, 
2022, p.53).

Methodology

The current study employed a sequential mixed-methods design involving two phases 
(Creswell & Creswell, 2018). This approach was selected to utilise the complementarity 
and strengths of both qualitative and quantitative research methods (Creswell & Creswell, 
2018; Tashakkori et al., 2020). Phase 1 comprised of a survey with pre-service technology 
teachers (PSTTs) (n = 56), and Phase 2 comprised online semi-structured interviews with 
PSTTs (n = 22) drawn from Phase 1. The study was framed by the following research ques-
tions: 1. What do pre-service technology teachers understand about well-being, and what 
are their perceived levels of preparedness to teach and promote well-being within Irish 
post-primary schools? 2. What are the perceived challenges and opportunities to the teach-
ing and promotion of well-being from the perspective of pre-service technology teachers? 
Ethical clearance was granted from the relevant institutional Research Ethics Commit-
tee. Participants’ informed consent was gained. It was highlighted to each student from 
the beginning that all responses obtained from the Phase 1 surveys would remain anony-
mous, and pseudonyms would be used for anyone who wished to volunteer for Phase 2 
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interviews. These strategies aided in safeguarding participants’ anonymity (Thomas, 2017; 
Tashakkori et al., 2020).

Methods and Participants

The first data collection method used was an online survey developed to explore pre-ser-
vice technology teachers’ (PSTTs) perceptions of the teaching and promotion of well-being 
within ITE (Phase 1). Survey questions explored demographical information; PSTTs inter-
pretation and understanding of well-being (e.g. What does the term well-being mean to 
you?), and participants’ access to opportunities to learn content related to the teaching and 
promotion of well-being (e.g. To what extent has your pre-service initial teacher education 
programme given you the opportunity to (a)gain a deep understanding of content relating 
to the teaching and promotion of well-being). The survey was distributed to the popula-
tion (n = 90) of 4 th year PSTTs in ITE in one higher education institution, resulting in a 
62% (n = 56) response rate. Of the 56 participants who completed the online survey, 96.4% 
(n = 54) were aged 18–25 years, 91.1% (n = 51) were male, and 8.9% (n = 5) were female. 
These data align with data released from the Higher Education Authority (HEA, 2021) for 
the academic term 2020/21 which suggested that 87% of those studying on an undergradu-
ate programme in Ireland were 23 years or younger, and that enrolments within particular 
fields, for example, architectural/engineering/technology-based programmes being largely 
male-dominated. All participants (n = 56) were studying to become technology teachers as 
part of a Level 8, Honours Bachelor’s degree programme specialising in different subjects 
namely engineering technology education and architectural technology education.

The second data collection method used was an online semi-structured interview (Phase 
2) with a sample of volunteer participants from Phase 1. The interviews took place two 
weeks after the closing date for the survey and were conducted over a three-week period. 
An interview schedule with pre-determined themes and questions guided the interviews 
to explore and dig deeper into the findings that arose from the Phase 1 survey. The key 
themes were: ITE, ITTE, well-being concept, well-being within Irish post-primary schools, 
and preparedness to teach well-being. The format for the semi-structured interviews 
allowed for the interviews to unfold in a ‘conversational manner’, with an informal tone, 
enabling participants to answer, discuss and explore answers in a relaxed open environ-
ment (Tashakkori et al., 2020). In total, 22 survey participants volunteered to participate in 
the semi-structured interviews. All interview participants had completed some 18 weeks of 
school placement (SP), which took place in year 2 and year 4 of the programme. 86% of 
the interviewees were male (n = 19), and 14% were female (n = 3). All interviewees were 
aged between 18–24 years and specialised in different subjects (engineering technology 
education and architectural technology education).

Data analysis strategy

Quantitative data from Phase 1 were analysed using the SPSS platform, and qualitative 
data was analysed using inductive thematic analysis (Clarke & Braun, 2014). During stage 
one the researcher became familiar with the data collected, transcribing the recorded inter-
views. Following transcription, the researcher re-engaged with the recorded interviews, 
this time with the printed transcripts, which allowed the researcher to take notes and code 
the data, noting potential themes or trends emerging from the discussions. Transcripts were 
then uploaded to the Nvivo software. During stage three, themes were extracted from the 



138	 D. Mullane et al.

data. Braun and Clarke (2006) recommend using a thematic map to make connections 
between emerging themes while visually articulating the subthemes associated with the 
discussion. During stage four, the researcher reviewed these themes and refined them fur-
ther to develop more focused themes, eliminating repetition. During stage five, the themes 
were named, and the contents of each theme were defined (Braun & Clarke, 2013, 2019). 
A final visual thematic map was then developed in stage six, in preparation for reporting 
(stage six).

To ensure validity and reliability, this mixed-methods study employed multiple strat-
egies. Quantitative and qualitative data were triangulated, enhancing the accuracy of 
findings. Validity was supported through careful sampling, and efforts to minimise bias 
through anonymous surveys, reminder emails, and rapport-building during interviews. 
Reliability was reinforced through piloting, thorough transcription checks, and participant 
verification of interview data.

Findings

Framed by the research questions guiding the study, the findings are presented in three sec-
tions: Understanding Well-being; Perceived Preparedness; and Perceived Challenges and 
Opportunities.

Understanding well‑being

Nearly two thirds (n = 5, 62.5%) of survey participants indicated previous engagement with 
the area of well-being in an educational setting (n = 19) (e.g., primary school, post-primary 
school, third level); through independent research (e.g., books, podcasts, internet) (n = 
6); and through personal experiences (n = 2) (e.g., professional counselling, dealing with 
stress). When asked about their understanding of ‘well-being’, many survey participants 
(n = 42) described it using terms such as “mental health”, “physical health” and “psycho-
logical health”. Some defined well-being by linking it to “emotional”, “psychological”, or 
“social” well-being. Other survey responses (n = 16) indicated that they associated well-
being with self-esteem. Interestingly, 21 participants (37.5%) indicated that they had little 
or no engagement with the area.

Interview participants linked their understanding of well-being with psychological and 
physical health. 16 interviewees referred to ‘mental health’ when discussing their under-
standing of well-being, however, many of the participants’ responses were short and often 
vague. For example, Stephen suggested.

Probably kind of… I suppose good mental health and maybe maintaining mental 
health as well. It’s kind of... I think it links a lot with mental health, which has been 
kind of highlighted a lot for us because there’s a lot more people coming out with 
mental health issues, like I know, when I was in primary school, you never would 
have heard of mental health, it would have been something that was swept under the 
rug.

While Stephen made some associations between mental health and well-being, his 
response lacked depth. This pattern was reflected by six other participants, who all linked 
well-being with mental health. The lack of depth in some of the responses may be related 
to a lack of engagement with the topic as noted previously. Paul highlighted how he “never 
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engaged with well-being as a subject” but did state that he “may have unknowingly dealt 
with well-being through the teaching of my own subject”. Barry noted it was a term he 
had heard “about so much” but admitted he had little understanding of well-being. When 
asked about his understanding of well-being, Daniel replied “very little” but mentioned 
how he knew about its “integration in the new Junior Cycle”. Three interview participants 
provided more detail with regards their understanding of well-being, while they still linked 
well-being with mental health, they described it from social and emotional perspectives. 
Pat believed that well-being had links to social and emotional aspects of a person’s life and 
could be used to overcome problems at an individual level. William linked his understand-
ing to emotions, and “emotional intelligence”, suggesting well-being as having an aware-
ness of:

… all aspects of your own life, of a student’s life, that could be hindering their 
thoughts, their feelings, their approaches the things, their perceptions, and experi-
ences on things.

Some interview participants linked well-being to self-esteem, again aligning with data 
from the survey. For example, Chris used the term “content” on many occasions suggest-
ing that he associated well-being with life-satisfaction. Other participants used words and 
phrases such as “happy”, “feeling well”, “comfortable”. This may suggest that well-being 
for them was linked to their emotions and perceptions about themselves.

Interview participants commonly highlighted how they were “unsure” or knew “noth-
ing at all” about well-being at Junior Cycle. Nine interview participants reported little or 
no understanding of Junior Cycle well-being. Josh believed that not enough emphasis was 
placed on well-being during the ITE programme. When the interviewer probed partici-
pants such as Barry, it was clear he had a vague understanding of the topic, highlighting 
how “they’re kind of all under one heading now like, they’re all under well-being and the 
Junior Cycle or whatever”. Some interview participants included reference to well-being 
as part of the Junior Cycle framework, suggesting that well-being formed a part of the 
Junior Cycle ‘Key Skills’. Barry’s response suggested he was unsure of the link between 
the two: “I know it’s one of the key skills; I think promoting well-being, isn’t it?”. Three 
others referred to the Key Skills, for example, they referred to the key skill of “manag-
ing yourself” in their responses but did not provide any further detail. Four interview 
participants alluded to Junior Cycle subjects that they believed were explicitly associated 
with the teaching and promotion of well-being CSPE, PE and SPHE. Michael and Wil-
liam demonstrated a greater understanding of the well-being framework at Junior Cycle. 
Michael referred to the 400 h allocated to student well-being at Junior Cycle, while Wil-
liam discussed the well-being framework. Both gained this understanding during their 
fourth year ITE school placement (SP) experience through the teaching of SPHE and by 
getting involved in the school’s “mental health community”. When interview participants 
were asked if they were aware of the well-being indicators at Junior Cycle, the majority 
highlighted that they were unaware.

It was interesting to note that 100% of survey participants (n = 56) indicated that the 
teaching and promotion of well-being mattered to them, for example to aid with the holis-
tic development of the students in their care (n = 23, 41%). Many mentioned the ability to 
maintain both mental and physical health and cope with the stresses of everyday life, using 
phrases like “looking after themselves…keeping active…keeping fit…eating healthy…
improve your health”, when they discussed the importance of well-being and maintaining a 
healthy body. In his interview, Pat noted how he had completed some independent research 
into well-being and coping mechanisms, which he believed had a big impact on his own 
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life. He highlighted how he was better “able to deal with the stresses” and because of this, 
his life was “much better”. Gary suggested that well-being was important for “being able 
to cope with certain situations”. Interestingly, some interviewees referred to the importance 
of well-being in the context of the COVID-19 pandemic. Emma believed that the switch 
to online learning during the pandemic may have harmed young people’s well-being. She 
believed that students could be “bottling” up some of their feelings and the online environ-
ment was not a suitable place for students to open up to someone, be that a teacher or a 
peer.

Perceived preparedness

The second overarching theme identified from the data was participants’ perceived prepar-
edness to teach and promote well-being within Irish post-primary schools. Some 57.1% (n 
= 32) of survey participants indicated that they would be prepared to integrate and promote 
well-being into their specialist subjects (26.8%, n = 15 did not know if they would be pre-
pared, and 16.1%, n = 9 indicated they would not be prepared). While some interview par-
ticipants indicated that student well-being was the responsibility of all teachers, suggesting 
it was “a part of the job” or that there was more to teaching than just “teaching subject con-
tent”. Others, such as Paul, believed that it should be the responsibility of specific teachers 
in the school (PE and SPHE teachers, the Chaplin, and the guidance counsellor) as many 
teachers are not adequately qualified to teach the content “having no experience in it”. 
Aiden suggested that the teaching and promotion of well-being would be the SPHE teach-
ers “main job” but hoped that all teachers would be involved in its implementation in some 
way. William also discussed how the “SPHE [teacher], and the Chaplin, and the guidance 
counsellor would be the most predominant” in teaching well-being from his experience. 
Many other participants concurred with William, by highlighting that “they need to take 
the lead” within a post-primary school, due to the nature of those subjects and the “strong 
focus” on well-being in those subjects.

More than half of the interview participants reported that they felt unprepared to teach 
and promote well-being within an Irish post-primary school, referring to their level of con-
tent knowledge. Other participants felt they were somewhat prepared but highlighted how 
they would like to do their independent research on the area before they would be confident 
enough to teach and promote well-being. Michael suggested that as a teacher he would be 
happy to promote well-being throughout the school, but when it came to teaching it, he 
would be less confident, “I don’t know would I know enough about well-being. Even you 
said the indicators there, I wouldn’t have a clue of them off the top of my head”. Other 
participants reported feeling unprepared as they had not engaged with the subject of well-
being in-depth during their ITE programme, with one interview participant suggesting that 
he “really wouldn’t know where to start”. Another highlighted how he was unsure if he 
could justify the inclusion of well-being in a lesson plan, even though it is now part of 
the curriculum at Junior Cycle. Some remembered covering aspects of well-being on the 
programme modules but felt not enough emphasis was placed on the area. Ben believed 
that for teachers to be better prepared to teach and promote well-being, a specific, long-
term module should be dedicated to well-being: “unless they did [programme provider] a 
social-emotional learning or well-being kind of a module for us I don’t see it getting any 
better”. It was interesting to see this perspective emerge as it highlighted the participants’ 
awareness of the need to learn more about well-being through their ITE programme or con-
tinuing professional development (CPD). William highlighted how he would have liked to 



141An exploration of pre‑service technology teachers perceived…

explore more “pedagogical approaches” for the teaching and promotion of well-being as he 
felt he did not have enough strategies to teach and promote it effectively. Chloe mentioned 
how she did try to incorporate well-being into her lessons on SP but did not feel confident 
in her approach or with the strategies that she used:

I just think I need to be more knowledgeable of other ways I could promote it also 
like, you know. Ahh... I think that if I came up with a few more strategies, I’d be bet-
ter again, if you know what I mean.

Interestingly, many interview participants believed an integrated approach to teaching 
and promotion of well-being in technology subjects would be best achieved by assimilating 
aspects of well-being into practical projects, design activities, Classroom Based Assess-
ments (CBA’s), and sketching activities. In contrast, other participants believed they were 
prepared but still needed to undertake further independent research to teach and promote 
well-being effectively. Josh suggested that because he had been successfully prepared to 
teach throughout the ITE programme, the subject content being taught should not matter. 
However, later in the discussion, he noted that he would need to “educate” himself and 
apply “sufficient time” to research, plan and prepare, for the lesson to be effective. This 
perspective was reinforced by Ben and Cathal who believed with some research they would 
gain confidence.

Perceived challenges and opportunities

This final overarching theme identified from the data related to participants’ perceptions 
of the challenges and opportunities associated with the teaching and promotion of well-
being within Irish post-primary schools. Interview participants placed more of an empha-
sis on the perceived challenges than perceived opportunities. The most common challenge 
related to issues with the curriculum, such as time, curriculum overload, and assessment. 
Other challenges related to teaching experience, teacher well-being, and teacher and stu-
dent values.

Two of the most common challenges identified from the data were issues with “time” 
and “overload”, and as some referred to it as “the assessment-driven nature” of the Irish 
curriculum. Many interview participants reflected on their time on SP, discussing the pres-
sure they felt to “get content covered”. Often this pressure was, as Emma noted, to get 
the “curriculum across” in time for the state examinations, stating “you do have to teach 
to the exam” because of the perceived significant focus on assessment. Seven interview 
participants discussed the emphasis placed on assessment, which had led to time pressures 
faced by teachers to prepare their students for exams. Jason and John highlighted how this 
culture often neglects student well-being. Jason believed that “well-being gets left behind”, 
and John articulated that there needs to be a shift in the focus of schooling in Ireland to a 
system which caters for the student’s holistic development:

…like the main focus first is the grades, you know it’s grades first and then eve-
rything else is second. So maybe we should change that, that you know a student 
should first go into school, you know, feel okay and then go into, you know, learning 
the content (John).

Other interview participants referred to teachers’ level of experience as a poten-
tial challenge – both their observations of more experienced peers and as early career 
professionals. Barry reflected on his time on SP and noted that some of the more 
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experienced teachers had “lost all love with the job” and that it could be a challenge 
to get such teachers to implement well-being. Michael highlighted how he believed 
the Junior Cycle reform was a significant challenge for the more experienced teach-
ers because “it’s a whole new Junior Cert”, and they may have needed to rethink their 
pedagogical approaches. This is echoed by Shannon, who talked about observations 
she made on SP, noticing how some of the more experienced teachers “were stuck in 
their ways” regarding their teaching. She believed these teachers “wouldn’t be able to 
fully immerse themselves in like, new ways”, which could be an issue for implementing 
well-being at Junior Cycle. Others discussed how they believed being a newly quali-
fied teacher (NQT) would be a challenge citing their lack of knowledge of the teaching 
environment and a lack of relationship with students. These sentiments were echoed in 
survey responses, where 32.2% of participants indicated that they had not experienced 
opportunities to learn about teaching and learning methods specific to the teaching and 
promotion of well-being; explore literature related to effective teaching and promotion 
of well-being (46.5%) or how to present well-being content building on students’ prior 
knowledge (26.8%). In his interview, Paul noted that there must be trust between teach-
ers and students if the teacher wants to promote well-being successfully. He highlighted 
how trust is essential “for them to open up and explain to me how they’re feeling”. 
Jason shared a similar opinion, believing that it can take a while to “settle in” and build 
relationships with the class as a new teacher.

Teachers’ and students’ beliefs and values were also suggested as potential challenges. 
Chris and Joe indicated that the teacher has the final decision on what is included in the 
lesson, and if the teacher does not support the teaching and promotion of well-being, 
then they do not have to include it. Interestingly, only Jason mentioned the teacher’s well-
being when discussing the challenges for the teaching and promotion of well-being. He 
suggested that if a teacher is “in a negative frame of mind” when teaching a lesson, that 
can have a knock-on effect on the learning environment and thus, it would be a challenge 
for that teacher to promote well-being within the school. Ben and Josh suggested that stu-
dents could pose a challenge. Josh noted that some students may not be as willing to “get 
involved” or “participate”, and this could negatively affect other students. Ben reinforced 
this point by highlighting how he believed that “student outlook” can be a significant hur-
dle. He feared that students may think the teaching and promotion of well-being was “stu-
pid”, which could prove difficult for teaching it.

With regards to potential opportunities, interview participants seemed less confident and 
unsure. The most common responses related to opportunities in the classroom or through-
out the whole school, and through the development and distribution of learning resources. 
Seven interview participants believed that the best opportunities for the promotion of well-
being were at a whole-school level, suggesting that “school events” such as “well-being 
days…poster designing…Christmas days…guest speakers” provide opportunities for the 
promotion of well-being. Chris noticed the positive impact these events had on the students 
in the school:

…they just kind of enjoy themselves and get to know different people. I don’t know 
does that incorporate into it, but it definitely helped them, kind of, especially the first 
years, come out of their shell like talking to second years.

Others noted there was an opportunity to integrate well-being into the curriculum of 
current Junior Cycle subjects, thus promoting well-being in many classes as opposed to 
“a separate kind of a module as such”. Jack discussed how including “group work” in les-
sons can promote a sense of well-being and connectedness. Four interview participants 



143An exploration of pre‑service technology teachers perceived…

believed there were opportunities for promotion of well-being within the technology sub-
jects through the completion of projects with a specific focus on well-being.

I suppose opportunities within our subjects anyway. You can create, you can give the 
students problems that can promote the key skills or the key attributes of well-being 
whether that’s a practical project or doing your own research or stuff like that there 
(Ben).

Pat believed there were opportunities to enhance the teaching and promotion of well-
being by providing more support and resourcing to those on ITE programmes, suggesting 
he felt “left in the dark” in terms of teaching for and about well-being. Joe suggested that 
more support was necessary and discussed how additional teaching and learning resources 
would benefit the teaching and promotion of well-being:

I suppose it was no direction on what you want to do within your class, it can seem 
to be up to yourself. Maybe if there was some kind of a policy or something to follow 
(Joe).

Emma shared similar views to Joe, suggesting that it would be much “easier” to teach 
and promote well-being and include it in lessons if more teaching and learning resources 
were available to teachers. It was clear from Joe and Emma’s responses that there seemed 
to be a general knowledge gap amongst PSTTs with regards well-being policies and 
resources.

Discussion

The findings presented provide an overview of participants’ perspectives on well-being, 
perceived preparedness to teach and promote it, and the challenges and opportunities asso-
ciated with integrating well-being into technology education in Irish post-primary schools. 
These findings will be discussed in the context of extant literature in this section.

Understanding well‑being

In this mixed-methods study, participants demonstrated diverse interpretations of well-
being, often linking it to mental, physical, and psychological health, with some associating 
it with self-esteem and emotional intelligence, reflecting a range of perspectives. Interest-
ingly, the WHO (2021) reflects links between health and well-being, describing health as 
“a state of complete physical, mental and social well-being and not merely the absence 
of disease or infirmity” (p.2). Similarly, Aston (2018) identifies the link between physical 
health and well-being and how engagement in “healthy lifestyle behaviours can improve 
‘self-reported overall health’ and ‘overall well-being’” (p.13). However, 37.5% of the par-
ticipants in the current study admitted to limited or no engagement with the topic, indicat-
ing a potential gap in foundational understanding. Many interview responses lacked depth, 
with vague or limited explanations, though a few participants offered more nuanced views, 
connecting well-being to emotional intelligence and holistic life aspects. This disparity 
suggests a lack of clarity or confidence among some participants, which aligns with previ-
ous literature, where well-being is linked to various perspectives, definitions, and concepts 
and could be problematic for the teaching of well-being in the curriculum (Deci & Ryan, 
2008; Dodge et  al., 2012). Huppert (2017, p.163), goes further suggesting that a major 
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challenge is the lack of a “universally” agreed definition for the term well-being. Fur-
thermore, some participants in this study perceived well-being as a form of enigma, with 
responses often positioning it from a content perspective - contrary to policy discourse that 
emphasises learning about and for well-being (GoI, 2017) - leading to its consideration 
as"add-on content."Additionally, the findings highlight a cultural shift, with mental health 
issues moving from historical invisibility to greater visibility in recent years, reflecting the 
findings of Malla and Gold (2024). The COVID-19 pandemic further amplified concerns 
about well-being, with participants noting its adverse effects on young people through 
online learning and social isolation.

The lack of understanding of well-being was perhaps understandable for this cohort. 
They entered the first year of their ITE programme in September 2017, which coincided 
with the release of the Junior Cycle well-being guidelines and Policy Statement (NCCA, 
2017; GoI, 2017). The updated ‘Initial Teacher Education: Criteria and Guidelines for 
Programme Providers’ (Teaching Council, 2017b) was also published which outlined the 
criteria that ITE programme providers were “required to observe” (p.7). This documenta-
tion provided no reference to learning requirements for well-being on ITE programmes. 
Potentially, this cohort may not have prioritised the area of well-being as it may not have 
featured predominantly in their learning experiences in ITE. For example, they may have 
prioritised the technology education or school placement aspects of their programme, or 
the barriers they perceived or experienced with regards inclusion of such content – which 
has previously been advanced in the literature (Conway et  al., 2021; Doyle et  al., 2017; 
O’Gallchoir et  al., 2018, 2019; Pantzos et  al., 2023; Power et  al., 2024). Encouragingly, 
the Céim: Standards for Initial Teacher Education (Teaching Council, 2020a), which 
outline “the revised standards for ITE” (p.7), includes some reference to the inclusion of 
well-being with ITE. “Global Citizenship Education” is included as “a core element of 
all programmes” (p.14). This element incorporates personal and community well-being 
and should essentially “underpin all aspects of programmes of ITE” (p.14). Including this 
within the revised standards could potentially lead to greater incorporation of aspects of 
well-being within and across ITE programmes.

Perceived preparedness to teach and promote well‑being

While previous studies have reported that teachers and PSTs feel prepared to effectively 
teach and promote well-being (Holt et  al., 2024; Campbell et  al., 2020, 2024; McCull-
och, 2016), participants in the current study expressed mixed levels of preparedness to 
teach and promote well-being, with many feeling somewhat prepared, but 42.9% report-
ing uncertainty or a lack of confidence. Gaps in ITE programmes were highlighted, par-
ticularly regarding the limited emphasis on well-being content and pedagogical strate-
gies. There was also a division in perceived responsibility, with some participants viewing 
well-being as a shared responsibility among all teachers, while others believed it should 
primarily fall to specific roles like SPHE or PE teachers, the Chaplain, or the Guidance 
Counsellor. Many participants emphasised the need for professional development, sug-
gesting long-term modules or targeted training to better prepare teachers. While there was 
a willingness to independently research well-being, participants noted the importance of 
structured support and resources. Additionally, some suggested integrating well-being into 
existing subjects and activities, such as practical projects and group work, as a natural way 
to support student development.
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Darling-Hammond et al. (2002) suggest that experiences of ITE may have an impact 
on perceptions about preparedness to teach, due to variations in teaching and learning 
experiences available for PSTs. This perceived unpreparedness or lack of confidence 
may potentially stem from the amount of school-based experience that the ITE students 
in this study had at the time. In total, they had experienced 18-weeks of school place-
ment, completing roughly 10/12 h of teaching during each of these weeks. This time 
within the school environment was focused solely on the teaching and promotion of 
their specialist subjects of engineering or architectural technology, and not well-being 
specifically. Fitzgerald (2020) notes how PST competence and confidence to teach 
increases through hands-on experience within the classroom. In considering curricu-
lum content and processes to support pupils’ learning the NCCA (2023) highlighted 
several areas to enhance well-being including teaching specific skills to enhance wellbe-
ing (e.g. self-regulation, emotional regulation, social skills, self-efficacy, self-concept); 
teaching specific elements of health (e.g. mental health topics); promotion of a sense of 
belonging in a school or classroom; the integration of well-being within subject areas 
and through the positive climate of the classroom and school; and being taught values 
through discrete content. The lack of engagement with this type of content and experi-
ences during ITE may have impacted the participants perceptions of preparedness to 
teach it. Professional accountability is also required as one of the underpinning goals of 
ITE is to create a teacher who can effectively develop their own professional practice. 
The teaching and learning of well-being or any area should not solely be the responsi-
bility of ITE programmes. It is part of the curriculum, so teachers must inform them-
selves and keep up to date with their professional learning needs. This sentiment is also 
echoed in Teaching Council documentation, for example the Code of Professional Con-
duct (Teaching Council, 2016a), Droichead: The Integrated Professional Framework 
(Teaching Council, 2017a) and Cosán: Framework for Teachers’ Learning (Teaching 
Council, 2016b).

Promoting well-being in schools is challenged by curriculum overload and time con-
straints, as the assessment-driven nature of the curriculum often prioritises exam prepa-
ration over holistic development, leaving limited time for well-being initiatives. Teacher 
well-being also emerged as a critical factor, with a teacher’s mental state directly influ-
encing their ability to promote student well-being. The OECD (2020) recognised that an 
overloaded curriculum can place negative pressures on both teachers to teach, and students 
to learn all the content associated with the curriculum. This aligns with findings from the 
My Word Survey (Dooley & Fitzgerald, 2012), which listed school, exams, and homework 
as the “top three stressors in adolescents’lives” (p.21). In exploring lower second level edu-
cation in Ireland, Smyth (2016) and MacPhail et al. (2018) reported an approach to teach-
ing focused on covering content “for the exam” (Smyth, 2016, p. 36), with little emphasis 
placed on active learning. Fundamentally, teacher and student well-being should “be of 
primary importance in curriculum design” (OECD, 2020) due to the ability of well-being 
to “enhance learning” (p.7). In Ireland, well-being now “underpins” (NCCA, 2017, p.9) the 
design of the new Junior Cycle programme, which is an encouraging sign. Printer (2020) 
however argued that introducing the new Junior Cycle framework reflected an “increase 
in neo-liberal objectives” indicating that the change was related to an emphasis placed on 
international test scores (such as PISA), and “efficiency and output” (p.330) by the DES 
and NCCA. Therefore, participants in the current study may have been impacted as they 
found themselves amid curriculum reform and implementation during this period, which 
can often be a stressful time within schools, leading to participants feeling overwhelmed 
(Gleeson, et al., 2015).
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Teacher well-being greatly impacts positivity within the learning environment and posi-
tive learning experiences for students (Corcoran & O’Flaherty, 2022; Bajorek et al., 2014; 
Devaki et  al., 2019). Bethune and Kell (2020) argue that teaching can be challenging if 
the teacher’s well-being is not maintained, potentially leading to exhaustion and demotiva-
tion. This is a challenge for the teaching and promotion of well-being but could be seen 
as a broader challenge for the whole school. Kwatubana and Molaodi (2021) suggested 
that teacher well-being can be promoted by “fostering belonging and inclusion” (p.110) 
and promotion of a sense of collegiality and collaboration within the institution – again 
emphasising the importance of the whole school community in the teaching and promotion 
of well-being. School management, in particular, is responsible for ensuring the appropri-
ate supports are in place to support teacher well-being. Boakye and Ampiah (2017) high-
lighted many areas that can prove to be challenging for a newly qualified teacher (NQT) 
such as “curriculum, lesson planning, assessment, management, time, and school culture” 
(p.2) while dealing with the transition from education to the world of work. Nally and 
Ladden (2020) in their research into NQT’s in Ireland, found that they were “unprepared 
to assume full teaching duties after initial teacher education” (p.19), often feeling over-
whelmed by a full teaching timetable. This suggests that the initial induction years could 
prove challenging for the teaching and promoting of well-being. NQT’s are already jug-
gling so many aspects of teaching at this early stage of their career. Potentially the National 
Induction Programme for Teachers (NIPT), or Droichead could play a role in facilitating 
learning related to the teaching and promotion of well-being for NQT’s. Despite these 
challenges, participants in the current study also identified opportunities, such as whole-
school initiatives like well-being days and activities that foster connectedness among stu-
dents. Participants also saw potential in integrating well-being into the curriculum through 
group work, projects, and Classroom-Based Assessments (CBAs). Strengthening ITE 
programmes with dedicated modules and offering continuous professional development 
were suggested to bridge knowledge gaps and build teacher confidence. Improved teaching 
materials, resource guides, and access to external expertise were also highlighted as ways 
to enhance well-being promotion efforts.

Conclusion

Findings from the current study have significant implications for ITE programmes, 
highlighting the need for targeted improvements to better prepare PSTTs to understand, 
teach, and promote well-being effectively. By focusing on well-being in ITE, teachers 
will be better equipped to support the holistic development of their students, fostering 
academic success and personal growth. Early exposure to the principles of well-being 
can enable new teachers to contribute to a culture of well-being within their schools, 
benefiting students and staff alike. ITE programmes should incorporate dedicated, long-
term modules focusing on well-being. These modules would introduce PSTTs to defini-
tions and frameworks encompassing physical, mental, emotional, and social dimensions 
of well-being, alongside an exploration of the Junior Cycle Well-being framework, key 
skills, and indicators. The curriculum should emphasise the connections between well-
being and holistic student development, aligning with broader educational goals. Addi-
tionally, explicit experiences of pedagogical strategies would equip PSTTs with tools to 
embed well-being into their teaching practices. CPD workshops and pathways should 
be incorporated into ITE to address real-life scenarios, problem-solving, and strategy 
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development for promoting well-being in diverse classrooms. PSTTs should also be 
encouraged to explore well-being topics independently through assignments, resource 
reviews, and projects. Collaboration should also be emphasised in ITE, fostering team-
work among PSTs from different disciplines to promote the cross-disciplinary nature 
of well-being. Teaching and promotion of well-being should be integrated with other 
aspects of teacher preparation, such as classroom management, differentiated instruc-
tion, and inclusive education, creating a more cohesive and interconnected approach.

Practical exposure is essential for PSTTs to understand how to teach and promote 
well-being in real-world settings. School placements (SP) should explicitly integrate 
well-being practices, offering opportunities for PSTTs to observe and participate in 
well-being activities and lessons. Structured mentorship during SP could guide PSTTs 
in reflecting on their practices and incorporating well-being into their lesson planning. 
Beyond the classroom, ITE programmes should facilitate PSTTs engagement in whole-
school initiatives such as well-being days, events, and committees, fostering a compre-
hensive understanding of school-wide well-being promotion. To foster confidence, ITE 
programmes must ensure PSTTs understand the link between well-being and their spe-
cialist subjects, helping them see themselves as capable of teaching and promoting it. 
Addressing misconceptions—such as the idea that well-being is solely the responsibility 
of specific teachers is critical. The NCCA (2017) clearly highlights the necessity of a 
whole school approach to the teaching and promotion of well-being. The implementa-
tion of the programme should not be the sole responsibility of a few specific teachers 
in the school. It needs to be viewed as a whole-school endeavour permeating the cur-
riculum and school environment. ITE programmes must prioritise teacher well-being 
by fostering self-awareness and equipping PSTs with strategies to manage stress and 
workload. Embedding well-being practices within the programmes - such as mindful-
ness sessions, peer support groups, and reflective practice - would model the impor-
tance of teacher well-being (O’Flaherty et al., 2024; Mitchell et al., 2023). Finally, ITE 
programmes must bridge the gap between policy and practice by ensuring PSTTs are 
familiar with policy documents and understand how to apply them effectively. Struc-
tured guidance should be provided on operationalising these policies in the classroom 
and throughout the school. Discussions around potential challenges, such as time pres-
sures or student resistance, could prepare PSTTs with practical strategies to mitigate 
such challenges. By addressing these implications, ITE programmes can better prepare 
PSTTs to meet the well-being needs of their students, align with curriculum goals, and 
contribute to a healthier, more supportive educational environment.

To conclude, this mixed-methods study set out to explore the perspectives of a spe-
cific group of professionals, i.e. pre-service technology teachers’, on their preparedness 
to teach and promote well-being in Irish post-primary schools. In order to develop a 
more comprehensive understanding of the delivery of Well-being in post primary 
schools, there is potential for further research on the topic. Pre-service technology 
teachers may not have a full understanding of the complex nature and demands of teach-
ing and its impact on their own well-being and its delivery to students in schools. There 
is potential for a longitudinal study in this area as technology teachers progress from 
ITE into their professional roles. In addition, a wider survey with NQTs and in-service 
teachers would be helpful in ascertaining a greater understanding of the opportunities 
and challenges of its delivery in practice in the context of policy and practice.
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