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Abstract: Teachers in secondary vocational education face challenges in interdisciplinary teaching
due to their traditional teacher education within specific subject domains. Collaborative efforts—like
those implemented in Teacher Design Teams (TDTs)—can prepare and support teachers for inter-
disciplinary teaching. Research has demonstrated the factors determining the effectiveness of TDTs.
However, it is noted that the sustainable continuation of TDTs remains uncertain over the years. This
research investigates the conditions that facilitate the sustainability of TDTs within the context of
interdisciplinary teaching. Over the course of three school years, this qualitative study monitored
14 teachers participating in four TDTs within the context of an interdisciplinary vocational education
course. During the initial two school years, the TDTs received external support from the main
researcher, transitioning to an autonomous operation in the third school year. A yearly interview
with each participating teacher and meeting reports were collected and analysed with thematic
analysis. One of the main findings reveals that while the internal coach contributes to supporting
TDTs’ progress, the support of the school leader is particularly crucial for sustainability. Although
this study focused on school-based TDTs, it underscores the importance of support from outside the
school for TDTs’ sustainability.

Keywords: teacher design teams; teacher professional development; interdisciplinary teaching;
secondary vocational education

1. Introduction

The contemporary educational landscape increasingly recognises the significance of
an interdisciplinary approach towards teaching and learning [1]. The multifaceted nature
of reality transcends the traditional segmentation of subjects as conventionally perceived in
education [2]. Interdisciplinary teaching holds the promise of fostering connections across
diverse realms of knowledge, thereby furnishing students with competencies essential
for both their personal and professional development [3]. Furthermore, Mansurjonovich
and Davronovich [3] illustrate that an interdisciplinary and integrated curriculum holds
particular relevance in vocational education, effectively preparing students to meet the
challenges of their future careers. Nevertheless, interdisciplinary teaching poses a challenge
for teachers, given their restricted expertise within specific disciplines and an absence of
prior experience with interdisciplinary approaches in education [2,4]. Furthermore, the
development of an interdisciplinary curriculum demands considerable effort, knowledge,
and skills from teachers, considering its inherent complexity [5].

Collaboration among teachers from different subject areas can enhance the creation of
interdisciplinary curriculum materials, as intense collaboration combines diverse knowl-
edge, skills, and experience [4]. Consequently, the cooperation of teachers in Teacher Design
Teams (TDTs) can offer significant advantages for designing interdisciplinary curriculum
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materials. Handelzalts [6] describes a TDT as ‘a group of at least two teachers, from the
same or related subjects, working together regularly, with the goal to (re)design and enact
(a part of) their common curriculum’ ([6], p. 7). Participating in TDTs not only provides
collaboratively designed curriculum materials but also fosters the professional develop-
ment of the teachers involved [7]. Consequently, it can be inferred that when participating
in TDTs in the context of interdisciplinary teaching, teachers not only yield useful cur-
riculum materials but also enhance their professional growth concerning interdisciplinary
knowledge and teaching skills.

Various conditions, as highlighted in previous studies (e.g., Refs. [7,8]), significantly
impact collaboration within and the outcomes of TDTs. However, while these conditions
play a pivotal role, their ability to ensure the sustainable continuation of TDTs in educa-
tional settings remains uncertain. Research by Stoll et al. [9] underscores this uncertainty,
emphasising the lack of continued and enduring implementations of long-term profes-
sional development initiatives in the field. Teachers play a central role in maintaining a
sustainable continuation of professional development initiatives, actively engaging as key
participants in these initiatives [10]. Consequently, exploring teachers’ perspectives on
impactful conditions influencing the sustainability of TDTs can provide valuable insights
to enhance their long-term effectiveness in educational settings. Examining these condi-
tions within the context of interdisciplinary teaching is crucial as it can highlight how the
challenges of interdisciplinary teaching in secondary vocational education influence the
complex interactions between TDT conditions and the sustainability of TDTs.

2. Theoretical Framework
2.1. Interdisciplinary Teaching in Vocational Education

Traditional education is characterised by a rigid separation between disciplines as
distinct subjects, creating a sharp contrast with the real world, where everything occurs
in a holistic manner [11]. Interdisciplinary teaching aligns with the real world by the
integration of different disciplines, and teaching differs from a multidisciplinary teaching
approach by actively integrating and fostering interaction among diverse disciplines [4].
Unlike a multidisciplinary approach, where different disciplines exist alongside each other,
interdisciplinary teaching emphasises the interconnectedness between and collaboration
among at least two disciplines. However, interdisciplinary teaching does not imply the
dismissal of mono-disciplinary knowledge [12]. Interdisciplinarity’s existence is rooted in a
profound comprehension of diverse disciplines. The extent to which subjects are integrated
and interconnected determines the quality and, consequently, the advantages derived from
interdisciplinary teaching [4].

Interdisciplinary teaching offers advantages in terms of student motivation and
achievement [4,13]. Integrating different disciplines enables students to comprehend
the practical relevance of learning, aligning it more closely with their interests and real-
life experiences [13]. This alignment fosters student motivation, which can address the
persistent issue of high drop-out rates among the vocational student group. Moreover,
students achieve an enhanced level of learning, wherein the interdisciplinary approach not
only cultivates a profound understanding of individual disciplines but also underscores
their interconnectedness [4]. The integration of subjects makes learning experiences more
lifelike and equips students with the ability to apply diverse knowledge and skills in
an interdisciplinary manner [3]. Through interdisciplinary teaching, vocational students
gain valuable skills for their future professional careers and are equipped to tackle the
challenges of society and the labour market [14]. In the context of interdisciplinary teach-
ing, project-based learning is one of the approaches frequently emphasised and is well
suited for vocational education [14,15]. Applying project-based learning entails students
working actively and autonomously to tackle a practical and authentic task in the form of a
project. Project-based learning requires the use of varied knowledge and skills to achieve
the intended final product [16].
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To facilitate interdisciplinary teaching, collaboration among teachers with diverse
backgrounds can be highly advantageous [17]. Teachers often lack familiarity with inter-
disciplinary teaching approaches such as project-based education. Collaboration not only
facilitates their professional development in other disciplines but also fosters their profi-
ciency in the interdisciplinary teaching method [4]. Furthermore, Lenoir and Hasni [18]
indicate that people today are trained very specifically within a particular subject, so that
the mastery of different disciplines by teachers has often become an elusive goal. Conse-
quently, interdisciplinary teaching demands collaborative efforts, enabling the pooling of
cognitive contents and processes from diverse disciplines [18,19].

2.2. Collaborative Curriculum Development in Teacher Design Teams

Teacher Design Teams can be viewed as professional learning communities with a
focus on collectively designing curriculum materials [7]. A TDT can be organised in two
distinct ways. The first approach is a school-based TDT, in which teachers from the same
school collaborate. The second approach is a networked TDT, where teachers collaborate
across different schools. School-based TDTs offer the advantage of enabling teachers to
design curriculum materials based on the specific needs of their school and students,
leading to increased engagement and a stronger sense of ownership among teachers [6].
On the other hand, networked TDTs offer the advantage of fostering more professional
development among teachers by introducing new knowledge and collaboration beyond
school level [20].

Research by Binkhorst et al. [7] indicates that various conditions influence the effec-
tiveness of a TDT. The prior knowledge and expertise of the teachers [8] as well as their
motivation [7] have an impact on the functioning of the TDT. As school leaders play a
central role in secondary schools, it is also imperative that school leaders provide their
support to the TDT. School leaders must foster a culture of professional learning by ex-
pressing interest and promoting collaborative efforts [8]. Additionally, it is essential to offer
logistical support, including facilitating the TDT by providing resources such as time and
infrastructure [6]. Finally, communicating the realisations of the TDT is crucial to engage
the entire subject department in its progress and to guarantee the implementation of the
developed curriculum materials [21].

Binkhorst et al. [7] underscore that the processes within TDTs largely determine TDT
outcomes. Setting a clear and common goal is an important activity in the process, as
are the team interactions and activities used to achieve the goal. A coach can facilitate
these processes by guiding TDT participants through the process. Consequently, a coach
who guides the TDT process emerges as a crucial key actor [22]. However, the role of the
coach within a TDT is challenging. While the coach exercises a form of vertical leadership
by overseeing the progress of the TDT, it is also important to have shared leadership
among the TDT participants to encourage sharing ideas and collective decision making [20].
Considering the crucial role of the coach within a TDT, it may be beneficial to divide
coaching responsibilities into two roles: one responsible for introducing new knowledge
and expertise, and another one monitoring the progress of the TDT [23]. A coach may be
either an internal figure, typically a teacher who is a part of the TDT, or an external figure,
such as a pedagogical expert from outside the school team. Both offer specific advantages,
as indicated by Compen and Schelfhout’s research [22]. Internal coaches provide more
positive evaluations for coaching activities and learning beliefs and behaviours of the team.
Conversely, teachers express greater satisfaction with the overall trajectory of the TDT
when an external coach is involved.

2.3. Sustainability of Professional Development Initiatives

In the context of professional development initiatives in education, ‘sustainability’
denotes the capacity of these initiatives to maintain long-term effectiveness [24,25]. Ac-
cording to Van der Klink [25], this entails ensuring that the strategies, programmes, or
practices implemented to support teacher professional development not only provide
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short-term benefits but also provide sustainable and lasting changes in the teaching process
and learning outcomes. For professional learning communities, and consequently TDTs,
sustainability implies a self-sustaining continuation of the professional development ini-
tiative, lasting over time [26]. Although long-term professional development initiatives
are frequently implemented with the belief that they represent a sustainable approach to
teacher professional development, the sustainable continuation of these initiatives over
time is often uncertain [9]. Moreover, scalability is linked to the sustainability of profes-
sional development initiatives. Scalability encompasses the expansion of the professional
development initiative within the school or across diverse contexts and settings [10]. Es-
sentially, these initiatives are not merely sustained but also diversified by engaging more
teachers or different contexts. The sustainability of professional development initiatives is
an important prerequisite for these initiatives to scale up.

The advantage of Teacher Design Teams lies in the fact that these collaborative cur-
riculum design initiatives can ensure both continuing professional development among
teachers and curricular sustainability and innovation [8]. After the implementation and
investigation of professionalisation initiatives, research often lacks follow-up to ascertain
the conditions and mechanisms by which these professionalisation initiatives continue [9].
However, research by Todorova and Osburg [27] and Bakah et al. [10] shows that the active
engagement of the teachers, support from the school leader, and an inquiry-based design
of the professional development initiative contribute to the sustainable continuation of
professional development initiatives. It is imperative that teachers remain actively engaged
and feel motivated to contribute their expertise to the development of curriculum materi-
als [10]. To facilitate this, a culture of collaboration among teachers is essential, which the
school leader can foster [10,27]. Additionally, Jesacher-Roessler and Agostini [28] highlight
the importance of a school leader that addresses and adapts to the needs, concerns, and
changes within a school to create an educational environment encouraging sustainable
professional learning. To motivate the school leader to actively engage in this endeavour
and effectively manage the TDT, it is important for the school leader to be aware of the
positive outcomes arising from the professional development initiative [27]. Consequently,
an inquiry-based design of the professional development initiative can guide the school
leader to gain an understanding of the positive outcomes. The inquiry-based design also
assists teachers in recognising the relevance of the initiative and enables them to effectively
facilitate collaborative work within the team [10,27]. Finally, it is crucial to be aware of local
and national policies that may impede the sustainability of the professional development
initiative, over which a school has mostly no control [27].

3. Research Context
3.1. Project Integrated General Subjects in Flemish Secondary Vocational Education

The research presented in this article was conducted in the context of the interdis-
ciplinary course Project Integrated General Subjects (PGS) implemented in secondary
vocational education in Flanders (the Dutch-speaking part of Belgium). The PGS course
integrates the subjects of languages, mathematics, sciences, and social education, with the
overall aim of fostering students’ self-reliance and their resilience in their (professional)
lives [29]. Both schools and teachers attain significant autonomy in shaping the PGS cur-
riculum, guided by relatively open objectives determined by governmental regulations [30].
This autonomy enables schools to shape the PGS curriculum by selecting subjects and
allocating hours, mostly ranging from 6 to 8 h per week. For teachers, this approach
also introduces a level of uncertainty due to the broad spectrum of options available in
developing curriculum materials for PGS [31].

In Flanders, teacher education programmes offer an elective course, called ‘PGS
didactics’. However, many PGS teachers lack a specific qualification for this course, as PGS
may be taught by almost any teacher [31]. These teachers face the challenge of teaching a
diverse vocational student group while utilising a project-based approach that requires a
comprehensive knowledge base across subjects, despite lacking specific training for it [31].
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Consequently, there is a high turnover among PGS teachers since many opt to teach within
their own specialised subject areas when given the opportunity.

3.2. Teacher Design Team Programme

The research discussed in this article took place in the context of a TDT programme
implemented at four participating secondary schools. The aim of the TDT programme was
to enhance teachers’ professional development through collaborative curriculum design,
tailored to the needs of their own students and school for the PGS course. The design of this
TDT programme was based on a preliminary investigation by the researchers [32]. During
this preliminary investigation, relevant stakeholders were interviewed to determine their
perspectives on the main conditions for the implementation of interdisciplinary TDTs in
secondary vocational education.

Figure 1 illustrates the main conditions of the TDT programme (Figure 1). The TDT
programme incorporates both individual school-based TDTs and a collaborative networked
TDT. Each school-based TDT served as the foundation for designing curriculum materials
customised specifically for their students. The teachers in the school-based TDT were
recommended to meet at least monthly. Participation in the school-based TDTs was based
on the voluntary long-term commitment of the teachers. Within each school-based TDT, a
participating teacher received training to adopt the role of an internal coach to guide the
team through the design process. As such, this teacher had the dual role of coach–teacher
in the school-based TDT. This enabled the autonomous functioning of the school-based
TDTs. Additionally, meeting reports documented the steps and decisions made during the
meetings, with the objective of sustaining the team’s progress and ensuring the continuity
of the school-based TDT in the event of teacher turnover. Involvement of the school leader
was encouraged, with an emphasis on providing logistical and mental support. Support for
the school-based TDTs was also provided through a networked TDT and a digital platform.
The networked TDT met four times per school year, with participation of the coach–teachers
from the four different schools. In the networked TDT, expertise was exchanged, peer
supervision on the dual role as coach–teacher was held, and feedback was provided on
each other’s designed curriculum materials. During the networked TDT meetings, the
main researcher assumed the role of an external coach. A digital platform facilitated
knowledge exchange among the school-based TDTs beyond the networked TDT meetings.
Both meeting reports and curriculum materials were shared on the online platform to serve
as sources of inspiration.
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In view of an autonomous continuation and the sustainability of these school-based
TDTs in the secondary schools, support was provided during the initial two years by the
main researcher, both alongside and during the meetings in the networked TDT. This
approach served to initiate and to embed the functioning of the school-based TDTs in the
secondary schools. From the third school year onwards, the teachers could experience
how an independent continuation of the school-based TDTs proceeds. The digital plat-
form remained operational to facilitate autonomous collaboration across schools without
external support.

4. Research Purpose

This study investigates the conditions that affect the sustainability of TDTs in the
context of interdisciplinary teaching in secondary vocational education. Within this context,
sustainability pertains to the self-sustaining and ongoing continuation of TDTs within
secondary schools. To investigate this, the study focuses on the conditions that teachers
perceive as facilitating the sustainability of TDTs. The research question addressed in this
study is as follows: ‘Which conditions do teachers perceive as facilitating the sustainable
continuation of TDTs within the context of interdisciplinary teaching?’

5. Method
5.1. Research Design and Participants

This research, spanning the school years 2020–2021, 2021–2022, and 2022–2023, aligns
with Watts et al.’s [33] emphasis on investigating the long-term effects of educational
interventions. Hence, a longitudinal qualitative study was conducted to examine the TDTs
and the teachers involved across three consecutive school years.

In the 2020–2021 school year, this research started with the participation of 14 teachers
across four secondary schools. Appendix A describes the demographics of these teachers
per school-based TDT. A school-based TDT was established with three to four participating
teachers. TDT 1 and TDT 4 took place in large urban schools with a student population
ranging from 1000 to 1200, while TDT 2 and TDT 3 took place in smaller more rural
schools with a student population ranging from 200 to 250. The selection of the participants
involved extending a public invitation for the TDT programme via social media groups for
PGS teachers. Specifically addressing PGS teachers rather than school leaders stemmed
from the insights of the preliminary research [32], which underscored the importance
of teachers’ voluntary involvement. Following the teachers’ voluntary commitment, the
school leaders were briefed about the research, and their consent was asked accordingly.

A longitudinal research design inherently poses the risk of participant attrition through-
out the study period [34]. This long-term study also faced instances of participant dropouts
over its three-year duration. Figure 2 shows the participating TDTs and teachers during
the three-year research period. Throughout the research period, TDT 4 decided to end
its participation after the first school year (2020–2021), and TDT 3 decided to end its par-
ticipation after the second school year (2021–2022). Starting from the second trimester of
the 2021–2022 school year, TDT 1 had one less teacher participating. During the school
year 2022–2023, TDT 1 and TDT 2 opted to proceed autonomously. Despite some teachers
ending their participation, new teachers also joined the TDTs. Appendix B delineates the
demographics of the teachers for each school-based TDT during the school year 2022–2023.
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5.2. Data Collection

This study encompasses longitudinal qualitative research. To gain a comprehensive
understanding of the conditions and key events impacting the sustainability of TDTs,
data were collected through various methods. By combining multiple data from different
sources and at different times, the triangulation of data is aimed for [35]. This approach
seeks to offer a comprehensive and in-depth portrayal of the TDTs over the course of three
years and enhance the validity of our findings.

The first approach for data collection involved conducting semi-structured interviews,
which were systematically recorded. A yearly interview was conducted with all participat-
ing teachers to investigate the facilitating experience and their desired conditions. However,
in the school year 2021–2022, one teacher of TDT 3 chose not to participate in an interview.
Then, in the following school year, 2022–2023, only six out of the ten teachers involved in
TDT 1 were available for interviews. Teachers who chose to discontinue their involvement
in TDTs were invited to participate in a concluding interview, aiming to gather insights
into their experiences and perspectives relevant to the sustainability of TDTs. A total
of 36 interviews were conducted over the three school years. The interviews ranged in
duration from 40 to 60 min.

Secondly, the reports of the TDT meetings were collected for analysis. These reports
were made during the TDT meetings using a pre-designed template, and the TDTs were
asked to make a report of every meeting. The number of meeting reports varied across
TDTs due to the TDTs’ autonomous scheduling of meetings. TDTs occasionally opted
to provide oral reports or an additional explanation of their meetings through a (online)
meeting between the coach–teacher and the researcher to provide more clarity. During the
autonomous continuation of the TDTs in the school year 2022–2023, the TDTs were free to
choose whether to make these reports or not. Table 1 illustrates the number of meeting
reports for each TDT per school year.

Table 1. Number of meeting reports per TDT.

TDT 2020–2021 2021–2022 2022–2023

1 6 4 7

2 2 5 0

3 3 5

4 2
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Besides the interviews and meeting reports, six observation reports were also made
during the meetings at which the main researcher was present. This presence of the re-
searcher at the meetings occurred twice in TDT 1, TDT 2, and TDT 3. In addition, informal
conversations with the participating teachers also provided an interesting source of infor-
mation throughout the three-year study. Short reports were made of these conversations.

To maintain ethical integrity, informed consent was obtained from each participant
prior to data collection. Additionally, each school leader was asked for permission and was
informed about the research.

5.3. Data Analysis

Prior to the data analysis, all the recorded interviews were transcribed verbatim. The
transcripts and reports were anonymised to protect the confidentiality of the participants.

This study employed thematic analysis [36] to analyse both the interview transcripts
and reports. Thematic analysis is characterised by a systematic analysis of qualitative data
to identify recurring ideas, patterns, and ultimately themes [36]. Accordingly, an iterative
approach was used to analyse the data, which implies a regular reconsideration and revision
of the researcher’s analysis based on the reflections and the changing understanding of
the data. This iterative approach was guided by the six steps of thematic analysis [36,37].
During the first step, the researcher familiarised themselves with the data by transcribing
the recorded interviews and subsequently thoroughly reading through the written data
(interviews and reports). As a second step, initial codes were generated utilising in vivo
coding. Subsequently, steps three, four, and five were conducted iteratively, wherein initial
themes were formulated, revised, and refined, ultimately culminating in the delineation and
establishment of final themes. Finally, the sixth step involved the reporting of the results.

As delineated by the described steps, the thematic analysis in this study mainly fol-
lowed an inductive approach, with codes and themes emerging directly from the data.
These are grouped in three categories which overarch the influencing conditions for the
sustainability of the TDTs. The first category deals with the TDT conditions of the TDTs,
focusing on the participants of the TDT and the organisation of the TDT meetings. The sec-
ond category is school-related support for the TDT, highlighting the needed support of the
TDT coach and the school leader. The third category is external support for the TDT, which
focuses on a research-based foundation of the TDT and the need for cross-school initiatives.
As the main researcher maintained close engagement with the participants throughout
the three-year research period, this study endorses the revised designation of thematic
analysis as reflexive thematic analysis according to the purified methodology of Braun and
Clarke [37]. Reflexive thematic analysis recognises the subjectivity of the researcher and
emphasises its value for qualitative research. It also highlights the researcher’s reflexive
action during the different steps of thematic analysis, which was applied by challenging
the researcher’s assumptions and revisiting the original data several times.

6. Results
6.1. TDT Conditions
6.1.1. Participants of the TDT

The results show that the presence of enthusiastic and motivated teachers—for both
interdisciplinary teaching in the PGS course and cooperation in the TDT—is imperative
for the effective and continuing functioning of the TDT. If teachers lack motivation in
the TDT, this causes TDTs to be unsustainable and eventually discontinue, like in TDT 3.
The teachers in TDT 1 expressed that the enthusiastic and motivated team of teachers
makes the collaborative work within the TDT gratifying and ensures that tasks are carried
out effectively. One of the more experienced teachers viewed the TDT as a form of team
building for the PGS teachers and appreciated the motivation of the newly starting teachers
for the long-term functioning of TDT 1.
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There are also a few short graduates or people who have moved on to teaching and yes,
actually, they surprised me positively . . . they really showed commitment and are really
motivated for this TDT. (Alex, TDT 1, 2022–2023)

This quote also shows that the motivation of team members is a determining condi-
tion, and teachers’ expertise or background is less necessary for TDT collaboration and
effective task performance. Starting teachers in the TDTs also highlighted the benefits of
collaborating with more experienced PGS teachers, allowing them to acquire knowledge,
while the just-starting and newly graduated teachers also provided new insights to the
more experienced teachers.

Although this study assumes the high turnover of PGS teachers, it also establishes
the need for a certain core team to sustain viable collaboration in the TDT. Both TDT 1
and TDT 4 experienced the dropout of team members, which had a major impact on the
sustainability of the TDT. In TDT 1, two teachers dropped out during the 2021–2022 school
year, including the coach–teacher. Consequently, the activities within the TDT remained
suspended until the coach–teacher, despite no longer being employed at the school, chose to
continue supporting the TDT. In TDT 4, from school year 2021–2022, only the coach–teacher
remained on the team, which caused the coach–teacher to end the TDT:

So, you have to start all over again, every time, and at the moment these are teachers who
say ‘well, that TDT is on top of the departmental work of my main subject and on top of
the departmental work of PGS’ . . . And always having to justify tha t. . . no, I can’t do
that anymore. (Sandra, TDT 4, 2021–2022)

In addition, the above quote shows that teachers who have only a small assignment
for PGS are difficult to motivate to invest their energy and time into the TDT. This was also
apparent in the other TDTs and is related to the need for motivated teachers to continue
the TDT in a sustainable way. This is also demonstrated by the following quote, which
highlights the need for a fixed teaching assignment in PGS:

I definitely find TDTs something interesting and I think that can definitely add value. But
for me . . . personally . . . It’s the first year I’m giving PGS, next year maybe again, but
nothing says I’m going to teach PGS again the year after. (Diane, TDT 2, 2022–2023)

6.1.2. Organisation of TDT Meetings

When organising TDT meetings, clear regularity and focus are important for the
sustainability of TDTs. TDT 1 adhered to a clear annual schedule for its meetings. This
schedule ensured clarity for all the participants regarding the designated meeting times
and provided a clear and structured progression of the TDT. The remaining TDTs convened
less regularly, often opting for informal gatherings during lunch breaks or combining TDT
meetings with departmental meetings. Consequently, the irregularity and lack of focus
among the remaining TDTs led to a slowdown in the TDT’s progress.

We didn’t meet much, no. In fact, that was usually linked to a departmental meeting,
because I even remember that one afternoon that Yves called me and that there was also a
departmental meeting linked to it. (Clara, TDT 3, 2022–2023)

This quote shows that meetings were also unexpectedly scheduled, which also causes
teachers to not be completely focussed on the TDT while working together. The sense
of adjunctiveness associated with the TDTs leads teachers to not only perceive a lack of
progress but also to lose sight of the overarching purpose of the TDT. Scheduling the
meetings with a clear focus ensures that all the participating teachers understand the
importance of the TDT, which contributes to its sustainability.

An important aspect of working within TDTs is the necessity for teachers to convene in
person to develop curriculum materials. During online meetings, the focus was primarily
on dialogue and discussions concerning the curriculum materials rather than on substantial
collaboration or joint design efforts. In addition, online meetings were also remarkably
shorter, which also indicates less intense collaboration. This results in teachers making less
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progress with their work and experiencing a less positive feeling during the TDT meetings.
As teacher motivation is pivotal for the sustainability of the TDTs, it is crucial to prioritise
cultivating a sense of meaning and productivity during the meetings.

A written report of the TDT meetings is essential for ensuring alignment among all
teachers over time.

For the seamless continuation and thus sustainability of the TDT, this aspect is crucial.
The way meeting reports are conducted appears to be of great importance. TDTs that
approached this very summarily used the reports mainly to report to the main researcher.
TDT 1, where the meeting reports were used as a working and communication tool between
the members of the TDT, also ensured that everyone could always pick back up after an
absence. It was also useful for the new teachers in TDT 1 during the 2022–2023 school year
to use the meeting reports of the past two years to review the progression. The progression
of the TDT over the years could unfold seamlessly and sustainably in this way.

6.2. School-Related Support for the TDT
6.2.1. Internal Coach

In the context of sustainability, it appears important for autonomous continuation that
the coach is a teacher of the TDT who takes on the coach role. It also brings a lot of flexibility
if shifts in the class schedule occur due to school activities. The teacher taking on the role
of coach is also aware of this and can adjust schedules according to school events. Teachers
indicate that the coach should be proactive. A proactive coach is active and forward-
thinking in guiding and supporting the TDT members. This proactive coach takes initiative,
anticipates needs, and strives to provide solutions even before the situation escalates.

Being a proactive coach requires a lot of skills. The coach–teachers therefore indicate
that this role is very challenging, especially when combined with also helping to design the
curriculum materials themselves. The coach–teachers need to find their position within
the TDT. For some teachers, leading a team of peers may prove more manageable than
for others. The selection of the internal coach is therefore crucial. The teachers in TDT 1
experienced two different coaches throughout the three years, and the difference between
the two is very clear according to the functioning of the TDT:

Vic always gave clear instructions and divided the work properly and then also not saving
himself with the work he gave his own, so that was quite good actually . . . And the big
difference with Miranda, she always had very big ideas and then halfway through saying
maybe we’ll do something else. Vic is more like okay, we’ve chosen this and now we’re
going to make sure it’s finished. (Alex, TDT 1, 2022–2023)

Despite the challenges for the internal coach–teacher, it was still stressed by the
teachers that it is necessary to have a coach from their own team. While an external
coach might ensure that more work is completed during TDT meetings by a more obvious
perception of hierarchy, this does not outweigh the benefit of an internal coach:

An answer could be that you would have played a bigger role or someone from the research
would have put external pressure on us, but I wouldn’t actually like that. Because then it
is not our project, but then we are doing it for someone else and that is what I like about
this, that it is really ours. (Susan, TDT 1, 2022–2023)

6.2.2. School Leader

The school leader plays a pivotal role within the secondary school and consequently
influences the functioning and sustainability of a TDT. The support extended by the school
leader to a TDT is deemed a fundamental requisite. The essential support of the school
leader is reflected in trust and appreciation, and in the allocation of time and resources.

An important element that emerges is that the teachers in the TDTs want to gain trust
for their work in the TDT from the school leader. This trust is mainly visible by giving the
teachers freedom in the TDT or by scheduling teaching hours for the teachers free of their
other classes. A positive attitude of the school leader towards the interdisciplinary PGS
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course can also create this sense of trust among teachers. The teachers indicate that trust is
more based on a feeling.

Receiving appreciation from the school leader is also an important facilitating condi-
tion for the sustainability of a TDT. This appreciation can be shown in different ways. While
teachers do not expect the school leader to exert substantial influence over the TDT, they
would value the leader’s interest and better understanding by engaging in communication
with teachers and occasionally attending TDT meetings. The appreciation could also be
visible at the school level by making other teachers and students aware of what the teachers
in the TDT are working on. This communication should therefore initially come from the
school leader, as the following quote shows:

I don’t think ANYONE at school knows that’s going on (laughter). And that’s a shame,
they should know. I don’t think the students themselves know that that’s going on . . ..
Whereas that’s actually simple to solve by just saying that once at the beginning of the
school year . . . The principal to the teachers and the PGS teachers to the students. (James,
TDT 2, 2022–2023)

Participating in a TDT demands a lot from teachers. The effective functioning of a
TDT is hindered when the school leader assumes that the time dedicated to the TDT is sup-
plementary to a teacher’s existing workload and responsibilities. This trend was noticeable
across TDT 2, TDT 3, and TDT 4, as teachers frequently engaged in brief meetings during
informal moments or connected TDT meetings to departmental meetings, or adjusted
meetings by shortening or postponing them due to high absenteeism. The teachers of TDT
1 were allocated time off from regular classes on several afternoons over the span of three
school years by the school leader specifically for meetings at the TDT. However, from April
during the third school year, this arrangement was discontinued, and teachers had to meet
in their spare time. This had a major impact on the meetings in the TDT and resulted in
working mainly independently on the curriculum material and meeting only once at the
end of the school year. It also caused the teachers of TDT 1 to decide not to continue with
the TDT in the next year. Consequently, the spare moments for the TDT are very important
for its sustainability.

Although efforts were made to schedule teachers off from their other classes in TDT 1,
this was not uniformly positive for teachers either. Especially for the newly starting teachers,
the cancellation of other classes caused additional stress:

I also teach other subjects and mostly the TDT meetings resulted in vocational class
cancellations, which gradually became less appealing as the same classes were consistently
affected. (Bob, TDT 1, 2022–2023)

Therefore, it would be advantageous if the school leader could facilitate common
teaching-free periods within the timetable to allow teachers to meet between lessons. This
need is also reflected by the teachers of the other TDTs. Beyond time allocation, it is crucial
for the school leader to furnish the necessary resources for implementing the curriculum
materials developed by the TDTs into classroom practices. In the case of TDT 3, although
the curriculum revolves around ICT, there is a shortfall in the essential infrastructure
required for its complete integration:

Because you do indeed need the necessary infrastructure, enough computers . . . We do
have a computer class but it’s only 12 in there . . . for 19 students. (Kevin, TDT 3,
2022–2023)

This quote demonstrates that the TDT was hindered in their design process due to a
lack of essential resources. The provision of necessary resources by the school leader is
essential to enable teachers to utilise the designed curriculum materials as intended.
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6.3. School-Related Support for the TDT
6.3.1. Research-Based Foundation

To ensure that all the participating teachers recognise the significance of the TDT and
subsequently sustain its operations, it is crucial for all teachers to be aware that the TDT
operates on a research-based foundation. On the one hand, this entails the participating
teachers to understand why engaging in a TDT can be meaningful according to educational
research. On the other hand, it also implies that the initiative to implement TDTs in schools
originates from a research institution, such as a university in the context of this study.

A comprehensive understanding of the TDT’s structure and objectives is crucial for
all teachers. Only by having all teachers on the same page can sustainable cooperation in
the TDT then be possible. If there is no communication about the TDT concept during the
autonomous continuation of TDTs, cooperation with the new participating teachers will
not be clear, as the following quote shows:

(quieter) I didn’t even know there was a collaboration . . .. I didn’t know that was
something official . . . (Geoffrey, TDT 2, 2022–2023)

Additionally, implementing TDTs in schools from a scientific research institution
highlights the scientific character and significance of these TDTs. The fact that a research
institution implemented the TDTs causes the teachers in the TDT to be more motivated
and value the work within the TDT. The next quote shows that for the first time, the
coach–teacher in TDT 2 was able to work well with the vocational subject teachers:

They could also situate that, there is a concept, TDTs. TDTs do that this way and they do
that with a reason. And also, it is something coming from the university, it has utility,
it has an advantage. Sometimes it also needs to have a fancy name. (Sarah, TDT 2,
2021–2022)

Therefore, communicating this to new TDT participants remains important. In TDT 1,
the new teachers joining the TDT were aware of the scientific foundation of the TDTs. This
contributed to positive functioning within the team.

6.3.2. Cross-School Initiatives

Despite efforts to focus on the autonomous continuation of a school-based TDT in a
secondary school, the results show that cross-school initiatives are also essential for the
sustainability of TDTs. Teachers not only require the exchange of good practices, tips and
tricks, and feedback on the designed curriculum materials but also the opportunity to meet
and interact with like-minded individuals engaged in similar endeavours.

During the first two school years of this study, in which the TDTs were still supported
by the researcher, the coach–teachers greatly valued the networked TDT meetings, where
everyone could present both the progress made within the TDT and the curriculum materi-
als already designed for discussion. The coach–teachers appreciated the networked TDT
for reflecting on their role as coach–teachers and acquiring new knowledge through both
feedback and information from coach–teachers from other schools. Some teachers who did
not participate in the networked TDT themselves also indicate the benefits of cross-school
networking as part of professional development initiatives. Miranda points out that this
cross-school collaboration was the reason for her getting into the TDT programme, which
was not going as expected due to teachers dropping out.

And what I also find regrettable, if we had a larger network . . . It’s just unfortunate
that coaches dropped out of the networked TDT . . . I really believe in the principle of a
networked TDT . . . I think that would take the burden off our job in general. (Miranda,
TDT 1, 2022–2023)

7. Conclusions and Discussion

This study investigated which conditions teachers perceive as facilitating the sustain-
ability of Teacher Design Teams (TDTs). Sustainability was defined in this study as the
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long-term and autonomous continuation of TDTs. This research is innovative because it
focuses not only on the conditions that contribute to the functioning of TDTs but also on the
required conditions for the autonomous continuation of these teams. By focusing on the
sustainability of TDTs, this study adds to the literature in terms of the ways in which these
TDTs can persist in the long term to foster continued professional development among
participating teachers and curricular sustainability at secondary schools.

Longitudinal research took place within the context of the interdisciplinary Project
Integrated General Subjects (PGS) course in secondary vocational education in Flanders
(Belgium) during three school years. This context was chosen as collaboration in TDTs
could support teachers in designing and implementing interdisciplinary teaching. The
results of this research show that the sustainability of TDTs is a complex issue where
several conditions are necessary and interact. Even if there is a core team of motivated
teachers participating in the TDT with regular, structured meetings in person with thorough
documentation, the teachers need support to sustain the TDT in the long term. The
importance of both school-related support and external support is emphasised. For school-
related support, an internal coach and the school leader are essential. For external support,
the importance of a research-based foundation for the TDT and the need for cross-school
initiatives are highlighted.

The results indicate that when an internal coach, a teacher within the TDT assuming
the coaching role, is present, teachers perceive this as facilitating the sustainability of the
TDT. Research by Binkhorst et al. [23] has already demonstrated the significant role of
a coach in TDTs. The current study emphasises the need for an internal coach within
a TDT. Besides practical considerations such as flexibility and autonomy in scheduling
meetings, it becomes particularly evident that a collective sense of ownership develops
among the teachers, making them feel that the curriculum materials they design result from
their collaborative efforts. Research by Mooney Simmie [38] indicates that teachers who
design their own curriculum materials experience a sense of ownership, which increases
the effective use of these materials in the classroom. The current study demonstrates that
the autonomous design of such materials, without an external coach, reinforces this feeling.
This finding also contributes to the enhancement of curricular sustainability. However, it
should be emphasised that taking on the role of coach in the TDT is not an easy task for the
teacher. Coach training for this teacher is necessary. The choice of who takes on this role is
of great importance and may be more obvious for some teachers than for others. Therefore,
it is meaningful for the school leader to help steer this. Continuous support from the school
leader for the internal coach is necessary for the sustainability of the TDT.

School leader support is also important for the entire teaching team within and the
functioning of the TDT in the long term. While the internal coach supports the operation
within the TDT, the school leader can ensure that the long-term continuation of the TDT
is possible. The results in this study highlight school leader support based on trust and
appreciation, time, and resources. Appreciation and trust can contribute to teacher moti-
vation, which is important for the sustainability of a TDT. Time and resources can ensure
that the organisation of the TDT is made possible at the secondary school and can continue
in the long term. In addition, the school leader can also contribute to the sustainability of
TDTs by recruiting and retaining a core team for the interdisciplinary PGS course.

This research revealed that not all teachers were inclined to engage in collaboration
within the TDTs, despite the voluntary participation of the teachers. To foster collaboration
within TDTs in secondary schools, it is imperative for teachers to move away from the
notion of being a solitary teacher. Consequently, emphasising the importance of a culture
of collaboration among teachers is crucial [10]. On the one hand, school leaders could
play a pivotal role in cultivating and actively promoting a culture of collaboration. On the
other hand, it would be advantageous if teachers, at the onset of their teaching careers,
have already acquired the competencies and attitudes related to collaborative practices in
education during their teacher education. Research by Willegems et al. [39] indicates that
involving pre-service teachers in collaborative endeavours within schools contributes to
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pre-service teachers’ extended professionalism, including their receptivity to collaboration
and reflection on their teaching practices. In this regard, teacher education programs could
focus on initiating a culture of collaboration among pre-service teachers by incorporating
collaborative professional development initiatives during their training in partnership with
in-service teachers. The specific advantage of working within TDTs is that pre-service
teachers learn to design curriculum materials, while in-service teachers also gain new
insights during the collaborative curriculum design. It can contribute to the creation of
curriculum materials that remain relevant over time and can be sustainably utilised by the
various collaborating teachers. Sustainable collaborations between secondary schools and
teacher education could also provide a response to the need for a research-based foundation
of the TDTs and external support in cross-school initiatives.

Although this research focused on school-based TDTs, with teachers autonomously
designing curriculum materials with an internal coach, the meetings within the networked
TDT were valued by the coach–teachers for facilitating reflection on their roles and acquiring
new knowledge from the other teachers. While the emphasis remains on school-level
curriculum design, teachers emphasise the importance of cross-school initiatives as a
facilitating factor for the sustainability of TDTs. Collaboration with peers, like a community,
can enhance the contributions within the TDTs. Teachers use a community to support
each other and provide content contributions and inspiration [40]. To ensure sustainability,
one possibility could be to organise this online, allowing teachers to maintain it in a
relatively autonomous manner over the long term. Research by Duncan-Howell [40] shows
the potential of these online communities to achieve teachers’ professional development
where, at the same time, emotional support can be offered to each other. The sharing
of curriculum materials could also be addressed within this online community, thereby
enhancing curricular sustainability by enabling curriculum materials to be adapted and
used across schools. Additionally, cross-school initiatives could serve as anchor points for
TDTs facing significant teacher turnover. The PGS course is characterised by high teacher
turnover [31]. By being part of a community engaged in these TDTs, new teachers can also
rely on the expertise of other schools to rebuild the sustainable operation of their TDT.

Scalability of the TDTs is an additional aspect when considering their sustainabil-
ity [10]. During the final school year, wherein two TDTs continued their collaboration
autonomously, both TDTs independently decided to scale up the TDT initiative. Both
approached the scaling up differently, with one TDT involving more teachers in the TDT,
while the other TDT established multiple TDTs within the school. In both cases, this upscal-
ing did not completely succeed. This research shows the importance of establishing a strong
foundation with the facilitating conditions before scaling up the TDTs. The conditions
remain necessary not only for the sustainability but also for the scalability of TDTs.

A limitation of this study is that the initial two school years were affected by COVID-19
restrictions. Consequently, the TDT program, as originally conceived, could not be fully
implemented, primarily due to schools transitioning to remote learning and physical
gatherings being limited. In this regard, Todorova and Osburg’s [27] insight that local and
national policies can impact the sustainability of TDTs beyond schools’ control has been
manifested in practice. This emphasises even more the need for a good foundation with
the necessary support for the long-term operation of a TDT. Additionally, on the one hand,
the longitudinal design of this study contributes to the long-term monitoring of teachers
and therefore allows for the observation of evolutions over time. On the other hand, a
significant number of participating teachers dropped out, leading to reduced continuity in
following the same teachers across the three school years.
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Appendix A

Table A1. Demographics of the teachers in the TDTs at the start of the TDT programme in the
2020–2021 school year.

TDT Teacher Gender Education Years as Teacher (in
PGS)

Teaching Hours
in PGS

1

Miranda (coach) Female Master’s degree in psychology 14 (12) 16
Vanessa Female Bachelor’s degree in economy 14 (14) 20

Vic Male Bachelor’s degree in secondary education
(PGS and physical education) 2 (2) 21

Alex Male Master’s degree in history 14 (14) 16

2

Sarah (coach) Female Bachelor’s degree in secondary education
(PGS and Roman Catholic religion) 6 (4) 12

Peggy Female Bachelor’s degree in secondary education
(beauty studies)

27 (vocational
subject teacher) 3

Noah Male Bachelor’s degree in secondary education
(woodworking and physical education)

13 (vocational
subject teacher) 3

3

Yves (coach) Male Master’s degree in history 15 (15) 16

Clara Female Bachelor’s degree in secondary education
(French, history, and geography) 32 (20) 7

Kevin Male Bachelor’s degree in primary education 20 (17) 3

4

Sandra (coach) Female Bachelor’s degree in finances and insurance 13 (4) 20

Celine Female Bachelor’s degree in secondary education
(Dutch and geography) 4 (3) 12

Julia Female Bachelor’s degree in secondary education
(history and Roman Catholic religion) 8 (7) 6

Anna Female Master’s degree in educational needs 4 (3) 8

Appendix B

Table A2. Demographics of the teachers involved in the independent continuation of the TDTs during
the 2022–2023 school year. Teachers in bold are new team members.

TDT Teacher Gender Education Years as Teacher
(in PGS)

Teaching Hours
in PGS

1

Miranda Female Master’s degree in psychology 15 (13) -

Vic (coach) Male Bachelor’s degree in secondary education
(PGS and physical education) 4 (4) 21

Alex Male Master’s degree in history 16 (16) 16
Susan Female Master’s degree in arts and culture 2 (2) 16

Charlie Female Bachelor’s degree in cultural heritage 2 (2) 16
Bob Male Master’s degree in fine arts—painting 6 (2) 7

2

Sarah (coach) Female Bachelor’s degree in secondary education
(PGS and Roman Catholic religion) 8 (6) 9

Peggy Female Bachelor’s degree in secondary education
(beauty studies)

29 (vocational
subject teacher) 3

James Male Bachelor’s degree in secondary education
(geography and English) 3 (1) 16

Geoffrey Male Bachelor’s degree in secondary education
(economics and English)

14 (vocational
subject teacher) 3

Vicky Female Bachelor’s degree in secondary education
(maths, physical education, and English) 5 (3) 2

Diane Female Master’s degree in pharmaceutical care 6 (1) 2



Educ. Sci. 2024, 14, 425 16 of 17

References
1. Bear, A.; Skorton, D. The World Needs Students with Interdisciplinary Education. Issues Sci Technol. 2019, 35, 60–62.
2. Pharo, E.; Davison, A.; McGregor, H.; Warr, K.; Brown, P. Using communities of practice to enhance interdisciplinary teaching:

Lessons from four Australian institutions. High. Educ. Res. Dev. 2014, 33, 341–354. [CrossRef]
3. Mansurjonovich, J.M.; Davronovich, A.D. Interdisciplinary integration is an important part of developing the professional

training of students. Open Access Repos. 2023, 9, 93–101.
4. Tonnetti, B.; Lentillon-Kaestner, V. Interdisciplinarity in Physical Education: Effect on Students’ Situational Interest. Educ. Sci.

2023, 13, 373. [CrossRef]
5. Van den Beemt, A.; MacLeod, M.; Van der Veen, J.; Van de Ven, A.; Van Baalen, S.; Klaassen, R.; Boon, M. Interdisciplinary

engineering education: A review of vision, teaching, and support. J. Eng. Educ. 2020, 109, 508–555. [CrossRef]
6. Handelzalts, A. Collaborative Curriculum Development in Teacher Design Teams. Ph.D. Thesis, University of Twente, Enschede,

The Netherlands, 2009.
7. Binkhorst, F.; Handelzalts, A.; Poortman, C.; Van Joolingen, W. Understanding teacher design teams—A mixed methods approach

to developing a descriptive framework. Teach. Teach. Educ. 2015, 51, 213–224. [CrossRef]
8. Voogt, J.M.; Pieters, J.M.; Handelzalts, A. Teacher collaboration in curriculum design teams: Effects, mechanisms, and conditions.

Educ. Res. Eval. 2016, 22, 121–140. [CrossRef]
9. Stoll, L.; Bolam, R.; McMahon, A.; Wallace, M.; Thomas, S. Professional learning communities: A review of the literature. J. Educ.

Change. 2006, 7, 221–258. [CrossRef]
10. Bakah, M.; Kassimu, N.; Anto, A.G. Fostering the sustainability and scalability of curriculum innovations through collaborative

design. In Collaborative Curriculum Design for Sustainable Innovation and Teacher Learning; Pieters, J., Voogt, J., Pareja Roblin, N.,
Eds.; Springer: Cham, Switzerland, 2019; pp. 331–346.

11. Jacobs, H. The growing need for interdisciplinary curriculum content. In Interdisciplinary Curriculum: Design and Implementation;
Jacobs, H., Ed.; Association for Supervision and Curriculum Development: Alexandria, VA, USA, 1989; pp. 1–11.

12. Newell, W.H. Interdisciplinary curriculum development. Issues Integr. Stud. 1990, 8, 69–86.
13. Holmbukt, T.; Larsen, A.B. Interdisciplinary teaching as motivation: An initiative for change in post-16 vocational education.

Nord. J. Lang. Teach. Learn. 2016, 4, 67–82. [CrossRef]
14. Haslam, C.R. Enabling Student-Driven Innovation through Interdisciplinary Initiatives within Danish Vocational Education:

Examining Interdisciplinary Project-Based Workshops as a Means of Cultivating and Applying Innovation Capacity among
Students in Compliance with the National Educational Innovation Strategy. Ph.D. Thesis, Aalborg Universitetsforlag, Aalborg,
Denmark, 2016.

15. Brassler, M.; Dettmers, J. How to enhance interdisciplinary competence—Interdisciplinary problem-based learning versus
interdisciplinary project-based learning. Interdiscip. J. Probl.-Based Learn. 2017, 11, 12. [CrossRef]

16. Kokotsaki, D.; Menzies, V.; Wiggins, A. Project-based learning: A review of the literature. Improv. Sch. 2016, 19, 267–277.
[CrossRef]

17. MacLeod, M.; van der Veen, J.T. Scaffolding interdisciplinary project-based learning: A case study. Eur. J. Eng. Educ. 2020, 45,
363–377. [CrossRef]

18. Lenoir, Y.; Hasni, A. Interdisciplinarity in primary and secondary school: Issues and perspectives. Creat. Educ. 2016, 7, 2433–2458.
[CrossRef]

19. Al-Saaideh, M.I.A.; Al-Zyoud, M.S.N.A. Benefits of Teaching Interdisciplinary Subjects Collaboratively in Jordanian Pre-Vocational
Education. Educ. Res. Rev. 2015, 10, 2702–2712.

20. Binkhorst, F.; Poortman, C.; McKenney, S.; Van Joolingen, W. Revealing the balancing act of vertical and shared leadership in
Teacher Design Teams. Teach. Teach. Educ. 2018, 72, 1–12. [CrossRef]

21. Jonker, H.; Gijsen, M.; März, V.; Voogt, J. Curriculumontwerp: Het ontwerpproces van een docentontwerpteam van de lerareno-
pleiding technisch beroepsonderwijs. Tijdschr. Voor Lerarenopleiders 2017, 38, 37–49.

22. Compen, B.; Schelfhout, W. The Role of External and Internal Team Coaches in Teacher Design Teams. A Mixed Methods Study.
Educ. Sci. 2020, 10, 263. [CrossRef]

23. Binkhorst, F.; Poortman, C.; McKenney, S.; van Joolingen, W. Leadership in teacher design teams for professional development:
Research synthesis and applications for coaches. Ir. Educ. Stud. 2022, 1–21. [CrossRef]

24. Merchie, E.; Tuytens, M.; Devos, G.; Vanderlinde, R. Evaluating teachers’ professional development initiatives: Towards an
extended evaluative framework. Res. Pap. Educ. 2018, 33, 143–168. [CrossRef]

25. van der Klink, M.R. Professional learning and development: Sustainability in education. Prof. Dev. Educ. 2023, 49, 781–783.
[CrossRef]

26. Hargreaves, A. Sustainable professional learning communities. In Professional Learning Communities. Divergence, Depth and
Dilemmas; Stoll, L.K., Ed.; Open University Press: London, UK, 2007; pp. 181–195.

27. Todorova, A.; Osburg, T. Professional development program for technology integration: Facilitators and barriers to sustainable
implementation. Lit. Inf. Comput. Educ. J. 2010, 1, 59–66. [CrossRef]

28. Jesacher-Roessler, L.A.; Agostini, E. Responsive leadership within professional learning networks for sustainable professional
learning. Prof. Dev. Educ. 2022, 48, 364–378. [CrossRef]

https://doi.org/10.1080/07294360.2013.832168
https://doi.org/10.3390/educsci13040373
https://doi.org/10.1002/jee.20347
https://doi.org/10.1016/j.tate.2015.07.006
https://doi.org/10.1080/13803611.2016.1247725
https://doi.org/10.1007/s10833-006-0001-8
https://doi.org/10.46364/njmlm.v4i1.325
https://doi.org/10.7771/1541-5015.1686
https://doi.org/10.1177/1365480216659733
https://doi.org/10.1080/03043797.2019.1646210
https://doi.org/10.4236/ce.2016.716233
https://doi.org/10.1016/j.tate.2018.02.006
https://doi.org/10.3390/educsci10100263
https://doi.org/10.1080/03323315.2022.2148264
https://doi.org/10.1080/02671522.2016.1271003
https://doi.org/10.1080/19415257.2023.2259694
https://doi.org/10.20533/licej.2040.2589.2010.0009
https://doi.org/10.1080/19415257.2021.1950812


Educ. Sci. 2024, 14, 425 17 of 17

29. Placklé, I.; Könings, K.D.; Struyven, K.; Libotton, A.; van Merriënboer, J.J.; Engels, N. Powerful learning environments in
secondary vocational education: Towards a shared understanding. Eur. J. Teach. Educ. 2020, 43, 224–242. [CrossRef]

30. Smet, R. Project Algemene Vakken: Een wijze van kijken. Vonk 2008, 37, 15–24.
31. Sierens, S.; Verbyst, L.; Ysenbaert, J.; Roose, I.; Cochuyt, J.; Vanderstraeten, W. Onderzoek naar Verklaringen voor de Peilingsresultaten

Project Algemene Vakken (PAV): Eindrapport; Universiteit Gent, Steunpunt Diversiteit & Leren: Ghent, Belgium, 2017.
32. Gryson, T.; Strubbe, K.; Valcke, T.; Vanderlinde, R. Lifelong Learning through Teacher Design Teams for Interdisciplinary Teaching

in Secondary Vocational Education: The Perspective of Different Stakeholders. In Lifelong learning-Education for the Future World;
Paloma, F.G., Ed.; IntechOpen: London, UK, 2024. [CrossRef]

33. Watts, T.W.; Bailey, D.H.; Li, C. Aiming further: Addressing the need for high-quality longitudinal research in education. J. Res.
Educ. Eff. 2019, 12, 648–658. [CrossRef]

34. Hermanowicz, J.C. Longitudinal Qualitative Research. In Handbook of the Life Course. Handbooks of Sociology and Social Research;
Shanahan, M., Mortimer, J., Kirkpatrick, M., Eds.; Springer: Cham, Switzerland, 2016; pp. 491–513.

35. Flick, U. Triangulation in Qualitative Research. In A Companion to Qualitative Research; Flick, U., von Kardoff, E., Steinke, I., Eds.;
Sage: London, UK, 2004; pp. 178–183.

36. Braun, V.; Clarke, V. Using thematic analysis in psychology. Qual. Res. Psychol. 2006, 3, 77–101. [CrossRef]
37. Braun, V.; Clarke, V. Reflecting on reflexive thematic analysis. Qual. Res. Sport Exerc. Health. 2019, 11, 589–597. [CrossRef]
38. Mooney Simmie, G. Teacher Design Teams (TDTs)—Building capacity for innovation, learning and curriculum implementation in

the continuing professional development of in-career teachers. Ir. Educ. Stud. 2007, 26, 163–176. [CrossRef]
39. Willegems, V.; Consuegra, E.; Struyven, K.; Engels, N. Pre-service teachers as members of a collaborative teacher research team: A

steady track to extended professionalism? Teach. Teach. Educ. 2018, 76, 126–139. [CrossRef]
40. Duncan-Howell, J. Teachers making connections: Online communities as a source of professional learning. Br. J. Educ. Technol.

2010, 41, 324–340. [CrossRef]

Disclaimer/Publisher’s Note: The statements, opinions and data contained in all publications are solely those of the individual
author(s) and contributor(s) and not of MDPI and/or the editor(s). MDPI and/or the editor(s) disclaim responsibility for any injury to
people or property resulting from any ideas, methods, instructions or products referred to in the content.

https://doi.org/10.1080/02619768.2019.1681965
https://doi.org/10.5772/intechopen.114206
https://doi.org/10.1080/19345747.2019.1644692
https://doi.org/10.1191/1478088706qp063oa
https://doi.org/10.1080/2159676X.2019.1628806
https://doi.org/10.1080/03323310701295914
https://doi.org/10.1016/j.tate.2018.08.012
https://doi.org/10.1111/j.1467-8535.2009.00953.x

	Introduction 
	Theoretical Framework 
	Interdisciplinary Teaching in Vocational Education 
	Collaborative Curriculum Development in Teacher Design Teams 
	Sustainability of Professional Development Initiatives 

	Research Context 
	Project Integrated General Subjects in Flemish Secondary Vocational Education 
	Teacher Design Team Programme 

	Research Purpose 
	Method 
	Research Design and Participants 
	Data Collection 
	Data Analysis 

	Results 
	TDT Conditions 
	Participants of the TDT 
	Organisation of TDT Meetings 

	School-Related Support for the TDT 
	Internal Coach 
	School Leader 

	School-Related Support for the TDT 
	Research-Based Foundation 
	Cross-School Initiatives 


	Conclusions and Discussion 
	Appendix A
	Appendix B
	References

