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Introduction
The following report was prepared in an attempt to map the educational pathway
aspiring teachers undergo when transitioning from ITE (Initial Teacher Education)
programmes to autonomous and successful teaching at school.
Teachers are identified as the most important factor influencing the quality of
education in schools (SEC, 2010) and having a considerable effect not only on students’
academic progress, but also on their social and behavioural well-being and, as a
consequence, there has been a growing emphasis across many countries on attracting
and retaining good teachers (Darmody and Smyth, 2016). For that reason, it is important
to encourage young people to choose the teaching profession and to encourage newlyqualified teachers to stay at schools. Many experienced teachers still remember how
difficult their first teaching year/years were due to a variety of reasons. First of all,
according to Bloom (2014), all first-year teachers spend more time on doing teachingrelated tasks than their experienced colleagues. The tasks include not only teaching the
subject matter and dealing with classroom-management issues, but also paperwork,
contacts with students’ parents, supporting students with special needs and workoverload in general. Due to all the demands and challenges described above, many
teachers face self-doubt, problems with coping and disillusionment and they feel they
need further guidance and support from more experienced co-workers, mentors and
other people that potentially could support them. For that reason, in some countries
there are novice teacher support programmes, often called induction programmes,
whose aim is to support teachers who enter the profession. It is important, especially in
view of the fact that novice teachers, even after completing certification programmes,
are not finished “products” yet and need support (e.g. offered by induction programmes)
in order to become committed professionals who stay within the profession (Bloom,
2014). In this report, therefore, induction is going to be discussed in detail. First of all,
we will discuss the needs of novice teachers, then we will define induction and successful
induction, we will discuss its role in teacher development, the challenges and benefits of
induction and we will eventually focus on affective challenges faced by novice teachers
and the role of induction in addressing these challenges. Before starting the discussion
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on induction itself, however, it would be worthwhile to briefly elaborate on the steps
teachers-to-be need to take to start the never-ending teaching journey.
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Becoming an in-service teacher
When people decide to become teachers, they have few options to choose from in
majority of countries and quite often they need to decide if to choose the teaching
profession before enrolling into a certain university programme, or at the initial years of
studies.

Concurrent versus consecutive model of teacher education
There are generally two main models of teacher education that are common in most
countries - the concurrent model, in which disciplinary studies and pedagogical studies
are integrated and taught at the same time; and the consecutive model, which focuses
mostly on pedagogy following the disciplinary studies already completed by university
graduates interested to go into teaching (Zuzovsky and Donitsa-Schmidt, 2017) and they
are going to be briefly described in this section. When pre-service teachers are educated
at pedagogical universities and at all other universities that offer teacher’s programmes,
we speak about concurrent model of teacher education. In case of this model, while
studying their field subject(e.g. mathematics), students simultaneously learn about
pedagogy, psychology and didactics of their subject and they undergo so-called teaching
practice/teaching internship during the course of studies (and as a result, after
graduation, they may teach e.g. maths at school). In this situation, students of a given
subject need to choose teacher specialisation quite early – either before starting
university, or shortly after – e.g., after the first year of studies.
Sometimes, at young age, people are not aware what they really want to do in the
future and they do not know they are going to teach yet and, consequently, do not
choose teachers’ programme at university. Those students who haven’t chosen teacher’s
programme at university, but want to work as a teacher afterwards, can enrol at
postgraduate studies dedicated to teachers or at qualification courses dedicated to
future teachers. This model of teacher education is a consecutive model. This model will
also be chosen by people who studied at university/ faculty which did not offer teachers’
programme. In such a case, after getting a degree in a given subject, people need to
obtain qualifications and knowledge to teach this subject (Dincer and Bikmaz, 2020). At
relevant postgraduate studies/qualification courses they learn about pedagogy,
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psychology and didactics (preferably didactics of their subject). Very often students
choosing concurrent model of education have more opportunity to learn how to teach
as more teaching hours are devoted to pedagogy and didactics-related subjects.
Furthermore, students have compulsory teaching practice comprising many hours.
Probably for that reason, the concurrent model in some countries tends to be more
popular among pre-service teachers.
Teachers of all subjects are obliged to undergo so-called pedagogical preparation
focusing on knowledge from the areas of psychology, pedagogy and didactics related to
the subject they want to teach The pedagogical preparation is testified either in the
diploma obtained after graduating from a University, or another document/certificate
issued by a university, or an institution offering courses for teachers-to-be, depending on
the model of teacher education chosen.
In countries where there is a crisis concerning teachers (not enough teachers to
satisfy the demand for them), so-called fast-tracks are offered in order to provide schools
with the teachers they lack or four-year programmes for teachers in some countries
(Maandag et.al., 2007).

Institutions preparing teachers-to-be for their profession and
types of studies for teachers
Higher Education Institutions (HEIs) educate all level pre-service teachers – from preschool education to academic teachers. Among the institutions offering teachers’
programmes or qualification courses/postgraduate studies, there can be universities,
teacher training colleges, pedagogical academies and other relevant higher education
institutions.
Pre-service teachers are educated at full-time studies, part-time studies,
extramural studies or evening studies. All types of studies lead to similar qualifications,
however students of regular studies have more regular contact with their teachers.
Higher Education Institutions are usually given autonomy to prepare and develop their
own study plans and course curricula, but they may be obliged to meet some general
standards described by the relevant Ministry (depending on a country and its
accreditation process).
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Students often study at first-cycle studies (usually three year-studies) after which
they get a BA degree and then at second-cycle studies (most often two-year studies) to
get a MA degree. Some universities in some countries also offer so-called long-cycle
studies (usually five-year programmes) after which students get MA degrees. For each
type of studies, relevant programmes specify (also depending on a country and its system
of education, curriculum and decisions of relevant Ministries and authorities), how many
hours should be spent on studying the subject matter, its didactics, pedagogy and
psychology and how many hours of teaching practice pre-service teachers should
undergo in order to become certified teachers.
The procedures of becoming a teacher may vary from country to country due to
internal regulations within the countries. On the other hand, teacher education programs
across the world bear many resemblances to one another in respect to their overall
design features and content courses such as basic knowledge pertaining to education,
like psychology or sociology, disciplinary knowledge in particular subject areas, and
general and specific pedagogical knowledge (Robinson and Mogliacci, 2019). As
mentioned earlier, curriculum designs of European countries differ the main aim of
teacher education is the same throughout Europe and it is the education of teachers
(Snoek and Žogla, 2009). Within teacher’s programmes students usually have an
opportunity for training due to compulsory teaching practice and teaching internships.
The practice is usually at first so-called observation practice during which students
observe in-service teachers in action and later students teach themselves under
supervision of practising teachers who guide them. This practice is not however, full,
autonomous teaching yet. After getting a degree, young teachers finally enter the
classroom by themselves or must undergo compulsory induction programmes (again
depending on regulations within a given country).

Young teachers
It seems vital to determine who we mean by a young teacher who do not necessarily
need to always be young in terms of age. The majority of young teachers indeed are
young people in their mid or early twenties who have just completed a three-, two- or
five-year degree course (most often at university or another Higher Education
Institution). One should not, however, forget that there is a group of people who used to
8

do something else for a living than teaching, but eventually became teachers. These
people, although not necessarily young in age, are also treated and defined as young
teachers in this report, provided that they have no more than three years of teaching
experience. Jensen et.al. (2012) define young teachers as those who have no more than
two years of professional experience, whereas OECD (2018) differentiate between 1
novice teachers (having 1 year of experience) and newly qualified teachers (having up to
three years of experience). Kyriacou (2001) who has been researching teacher stress for
many years, claims that first five years of teaching career are crucial as during this period
of time teachers usually decide if to stay in the profession or leave it completely
(especially due to professional stress) and in this respect they are identified as young
teachers within the first five years. In this report we define newly qualified teachers as
novice teachers and we assume that by a novice teacher we consider a teacher whose
experience within the teaching profession is up to three years, no matter what age this
person is. It should also be indicated here that four terms: young teachers, beginning
teachers, novice teachers and novices are used interchangeably in this report and refer
to teachers who have up to three years of professional experience. Supporting young
teachers is extremely important in terms of preventing qualified teachers from leaving
the profession after first few years of work (SEC, 2010). Such prevention is crucial
especially in view of the fact that, according to Eurostat reports (European Commission
Staff Working Document SEC, 2010), there are more teachers who are over fifty than
young teachers which means that Europe may face a “teaching crisis” if the older
teachers retire are there are not enough young teachers to replace them. It is therefore
important to support beginning teachers in all possible ways. Induction programmes aim
at introducing young teachers to the profession and supporting them this way; therefore
induction is going to be further elaborated on. In order to define induction programmes
and assess if they meet the needs of novice teachers, these very needs should be at first
elaborated on.

The needs of novice teachers formally identified
Novice teachers have a number of needs whose satisfaction may help them become
better teachers, or, generally, stay in the profession. The basis need, of course, is to learn
9

how to cope with everyday duties during the first years within the profession and cope
with stress (Kyriacou, 2001). Young teachers often admit that they feel prepared to teach
when it comes to the content of their subject field, but not necessarily when it comes to
pedagogy or classroom practice of the subject fields (OECD, 2018)). This means that some
of their needs revolve around being guided in the two mentioned areas – pedagogy and
classroom practice. Such guidance could potentially be provided by means of specially
prepared materials where a list of potential problematic issues within professional lives
of young teachers is discussed and some solutions are provided. Another way to help
teachers is to provide them with direct support from more experienced colleagues. It is
especially important in view of the fact that, according to TALIS 2013, new teachers feel
less prepared in classroom practice of the subject fields they teach and this lack of
preparedness is best addressed with the help of a more experienced teacher who can
share their tacit knowledge with their new colleagues. Feiman-Nemser (2003) stresses
that there is much that novices need and want to learn – like, for instance, how to teach
in practice, not only basing on book-related knowledge. Besides, on the basis of the
analysis of New Teacher Induction Study of three US well-regarded induction
programmes the learning needs of new teachers were identified and they are going to
be presented below (based on Feinam-Nemser, 2003; after Feiman-Nemser, Carver, Katz
& Schwille, 1999 and Feiman-Nemser & Parker, 1993). The above-mentioned study
showed that new teachers need to learn so-called situational approach to their own
teaching which means, they should learn how to translate the theoretical knowledge
often acquired at university into classroom practice within given teaching situations
which, in turn, may be understood as situationally-relevant approach to subject matter
teaching in a given context. What is more, the teachers also need to learn how to
integrate teaching standards into their teaching in order not to treat the standards and
the teaching as completely separate tasks. New teachers also need to shape their public
image as they need to learn and accept that educators are somehow always “on stage”
as they perform and are observed, not only by their students, but also by students’
parents, other teachers, media, and generally the public eye, which may generate great
stress (Kyriacou, 2001). Additionally, the teachers need to become familiar with the
district where the school is located and this way learn better how to interpret some of
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their students’ behaviours. Last, but not least, the novices generally need to master
integrating theory and practice, surviving at a given school with given people and work
out their own teaching and coping strategies. All these factors mentioned are called “the
learning curve” by Feiman-Nemser (2003) which refers to the period of learning about
teaching standards and putting them into practice, coping with classroom-related
challenges and other factors (like, for instance, coping with parents, cooperating with
colleagues, facing social expectations towards teachers, etc.) contributing to professional
life of a teacher. If there are many challenges of that sort and a novice teacher doesn’t
get any support, the curve is steep and, generally, the teacher may treat the situation
very emotionally (e.g. suffer stress, anxiety and have low levels of self-confidence).It is
also indicated that the early years of teaching are years of survival and discovery and the
novices need around for years to achieve competency, not to mention proficiency which
comes much later. This means the learning curve may be very steep and emotional
therefore novice teachers really need wise assistance and support.
Apart from learning how to fulfil the formal professional duties, new adepts to the
teaching profession also need to learn how to combine work-home duties and how to
manage all teaching-connected duties performed outside the school, like, for instance,
correcting the tests, preparing new classes. In case of new teachers, all classes are new
as they don’t have much experience with real school teaching provided it is their first year
of employment (apart from the teaching practice which, in most countries, is organised
for university students in real schools). This means they devote much of their home time
on preparing classes. For that reason, some of their needs may entail reduced timetable
or access to materials provided by other teachers. The teachers also may not feel
confident in their new professional role therefore they need feedback from more
experienced educators concerning how they do in their teaching, the quality of materials
they prepare and the way they behave in the new school both in the classroom and within
colleagues.
In conclusion, there is a list of most common needs of novice teachers that could
be addressed in order to make their professional loves easier. All the points have been
discussed above, and they are going to be listed below as a summary of the section. The
needs of novice teachers include:
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•

learning how to cope with everyday teaching duties

•

need for guidance with reference to pedagogy and classroom practice

•

getting direct support from more experienced colleagues (especially when it
comes to problematic classroom-related issues or information how to teach in
practice, and not only basing on theoretical knowledge)

•

learning how to integrate teaching standards into their teaching in order not to
treat the standards and the teaching as completely separate tasks

•

learning how to manage one’s own professional image (not only at school, but
also outside it)

•

learning how to combine work-home duties and especially how to manage
teaching-connected duties performed out of classroom (e.g., correcting tests,
preparing classes, etc.)

•

learning how to deal with other people within the professional context (not only
students, but also their parents, teacher’s colleagues, school authorities and
other society members that have certain expectations towards teachers)

•

getting feedback from more experienced educators in order to know and/or make
sure if they are doing well (and if not, what they should do to do better)

There are many needs that novice teachers have. However, the ones elaborated on
above, are the most significant ones and they are mainly connected with the necessity to
be guided by other experienced teachers and to get feedback concerning first steps of
teaching. These issues, in turn, may be tackled by successful induction programmes in
the countries where they exist.
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The role of induction in supporting novice teachers and
satisfying their needs
The creation of development and support opportunities is a central policy issue for many
countries (Jensen et.al., 2012). New teachers are said to wait for and appreciate guidance
from more experienced professionals and feedback on their work, however, sadly, 1 in 5
freshmen in teaching never received any appraisal on their professional endeavours
(Jensen et.al., 2012, p. 40), or generally, any kind of effective support, which is illustrated
by Figure 1 below.

Fig. 1 The percentage of novice and experienced teachers who never received appraisal and feedback for
their work (source: Jensen et.al., 2012; after OECD, Teaching and Learning International Survey, 2008).

Induction is an example of support programme for new entrants to the teaching
profession, which could address the issues of feedback, appraisal and many more. It
should be, however, noted that its forms, definitions, ways of introduction and
effectiveness vary across countries (European Commission Staff Working Document
(European Commission Staff Working Document SEC, 2010), or, in some countries, there
is no induction at all and for that reason, induction is not easy to define.
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Activities of induction
In numerous countries, induction and mentoring programmes have been developed to
assist new teachers. These programmes often have multiple objectives including the
development of teachers’ effectiveness and to provide support for new teachers as they
become used to their new job responsibilities and careers (OECD, 2005).
Induction programmes can include a number of elements to support and develop
new teachers. Such support programmes comprise orientation seminars, workshops,
professional collaborations, structured support systems, and different forms of appraisal
and feedback. It can also include structured mentoring programmes which in many
countries are synonymous with induction programmes (Smith and Ingersoll, 2004). In
some countries, induction is aimed at new teachers who have completed initial teacher
education, got a relevant degree and/or have obtained the relevant licence or
permission to teach. In other countries, however, induction is aimed at teachers who
have the required qualification but not yet a licence to teach and they are still
considered trainees. The training period may end with a formal assessment of their
professional skills and their entry into the profession. In other countries, induction is
aimed at teachers who are not yet formally qualified to teach and in such cases the
division between initial teacher education and induction becomes blurred (European
Commission Staff Working Document SEC, 2010). When it comes to state-wide systems
of induction, in many countries within EU, they do not exist as such. According to SEC
(2010), in countries like France, Turkey, Lichtenstein, Greece, Spain, Italy and Cyprus,
teachers have to follow compulsory training during their probationary period and the
period varies widely. In the countries where there is formal induction phase in any form,
it is provided for teachers who work at pre-primary, primary, general lower and upper
secondary levels of education, only for teachers at secondary levels, or for those
teachers who work at primary, but not at pre-primary level. At induction phase novice
teachers carry out wholly or partially the same tasks as their experienced colleagues and
they are remunerated for their activity. Many countries provide induction in addition to
obligatory professional training received before acquiring a teaching diploma. As
mentioned earlier, induction is difficult to define as it is very multidimensional and there
are cross-country differences in understanding and organising it. In some countries
14

there is no state-wide induction programme at all, whereas in others induction
programmes are for teachers who already formally can teach or for university graduates
who do not have the formal licence to teach, or for teachers-to-be who are not qualified
yet and do not have the teaching licence yet. All these four types of induction
opportunities are presented below in Table 1, with references to countries offering
them.
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Tab.1 Forms of induction available for pre-primary, primary and general secondary education (source:
European Commission Staff Working Document SEC, 2010 p. 11).

It should be noted here that some countries do not provide support for beginning
teaches in the form of coherent system-wide induction programmes, but provide other,
local support activities that can help to overcome difficulties experienced by novice
teachers and this way prevent them from leaving the profession early. In 2006,
according to SEC 2010, around 20 countries offered new teachers formal assistance
other than a systematic induction programme. Support measures for new teachers in
primary and (lower and upper) secondary education may include help with lesson
planning, meetings with supervisors to discuss teaching-related problems, classroom
observation or specifically designed training for beginning teachers. A mentor is usually
appointed to take responsibility for assisting new teachers – in general an experienced
teacher who has completed a significant period in service and/or the school head.

Induction versus mentoring
It is very often wrongly believed that induction and mentoring are synonymous terms
and processes, but actually is not exactly true. Mentoring, according to Panizzon (2018)
is different in its focus and intention from induction as the latter is a process whereas
the former is only one of a number of actions that can support the process of induction.
Mentoring, however, is a very important type of action that can help novice teachers
cope with demands of their profession on organisational, didactic and emotional level,
especially if a given teacher is lucky enough to be mentored by a professional. The
professional may be an experienced teacher teaching the same subject, or a teacher of
other subject who may help the beginning teacher understand the nature of the
profession, the school regulations, procedures and ethos and who may provide
emotional support and share their tacit knowledge with the freshman. It usually
happens during one-on-one meetings. Induction, as mentioned earlier, is a process, so
it is more complex in nature than mentoring. Induction is a whole system of support
offered to a beginning teacher, whereas mentoring is one, but very important, of the
components of the system. Nevertheless, due to the fact that induction is understood
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in a variety of ways depending on the country of origin and employment of teachers, for
some people (especially those ones who are not offered compulsory, official induction
programmes) mentoring and induction may be treated as synonyms. In this report these
two terms are not treated ubiquitously, mentoring is seen as an important component
of the process of induction.
Teachers can be supported in a variety of ways during induction programmes or
mentoring, but sometimes the forms of support they receive are not part of these
programmes. Support measures for new teachers such as assistance with lesson
planning and lesson assessment, extra trainings, good practice observation
opportunities and guidance from more experienced colleagues are offered in some
countries, which is presented in Table 2 below.
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Table 2 Forms of support offered to novice teachers from countries with no comprehensive induction
programmes (source: European Commission Staff Working Document SEC, 2010 p. 12

Quality criteria for effective induction
As induction understanding and the concept of induction programmes vary so
significantly between countries (and sometimes even between school) it cannot be stated
clearly what exactly successful induction programmes comprise. It can be however, noted
that for induction to be successful, needs of teachers living in a given country must be
satisfied. For sure, the most frequently the teachers are given any form of support, the
more successful the induction is.
As mentioned earlier, the existence of induction programmes and their forms may
vary from country to country. Jensen et.al. (2012) also claims that induction programmes
in their form and quality can even vary from school to school within the same country as
for some schools, such programmes focus on extensive interaction between more
effective teachers and new teachers who receive frequent feedback about their teaching
and how to develop their effectiveness, whereas in other schools the programme may
focus on logistic issues and meeting new people during first few days in a new school.
Sadly, as Jensen et.al. (2012) claims, often induction programmes do not correlate
directly with more frequent feedback received by novice teachers and feedback itself is
crucial for novice teachers to make sure they cope well or, on the contrary, to understand
what they do wrong and what to correct. This is why appropriate (regular enough)
feedback is considered an indicator of effective induction. Unfortunately, the teachers
may receive feedback only once or twice a year, only at the very beginning of their
teaching period or not at all. It shows that it should not be taken for granted that teachers
participating in induction programmes receive more appraisal than their novice
colleagues who do not participate in such programmes. Jensen et.al. (2012) reports that,
on average, 54% of new teachers who worked in schools with induction programmes only
received appraisal and feedback once per year or less which may be caused by the fact
that some of induction programmes focus on areas distinct from appraisal and feedback,
like, for example, on familiarising new teachers with their new school, or on specific
seminars or professional development for new teachers. The table below (table 3)
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presents the frequency of feedback offered to novice teachers working with schools with
induction or mentoring programmes.

Tab. 3 The frequency of appraisal offered to novice teachers from schools with induction or mentoring
programmes (source: Jensen et.al., 2012, p. 69; based on OECD, TALIS Database. Teaching and Learning
International Survey 2008).

The frequency of feedback seems too low when combined with the needs of novice
teachers. The situation is similar when it comes to mentoring and feedback received from
mentors. Mentoring is strongly connected with induction (and very often it is a part of it)
and, according to Smith and Ingersoll’s (2004) findings, mentoring programmes were
more successful in lifting new teachers’ effectiveness when they involved regular
interaction over longer time periods. On the basis of these findings, we may assume that
successful induction entails frequent feedback and appraisal among other induction
components. While analysing the needs of novice teachers it is visible that cooperation
with more experienced colleagues is of significant importance for them, therefore, we
may assume that the guidance of other teachers and frequent contact with them is also
19

part of successful induction programmes. It is important to provide induction
opportunities as it brings many benefits, although it can also create some challenges for
the body organising it and for the involved people.
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Benefits and challenges of induction
The process of induction is undeniably very important for the development of novice
teachers who in most countries report lower levels of confidence than their more
experienced colleagues (OECD, 2012) and need somebody else’s support to feel
confident in their teaching “shoes”. Induction itself, if successful, brings many benefits,
one should not, however forget that this process also creates challenges which need to
be addressed in order to help the novices grow. In this section the benefits and challenges
of induction are going to be briefly presented.

Benefits of induction
Many benefits of induction have already been discussed on the course of describing other
important induction-related issues, therefore the following section is just a summary of
the points with direct reference to benefits.
New teachers have greater developmental needs than more experienced
teachers, particularly in the areas of student discipline and behaviour problems, and
classroom management (OECD, 2012). Many studies (e.g., Holloway 2001; Fuller 2003;
Wilson, Darling-Hammond and Berry, 2001; Strong and St. John, 2001) showed that wellimplemented teacher induction programmes increase the job satisfaction, efficacy and
retention of new teachers (Jensen et.al., 2012). Rockoff (2008) discovered that mentoring
programmes exert a positive influence on teachers’ effectiveness and student outcomes.
Teachers who have a more experienced colleague to lean on, feel supported, are given
opportunity to talk about their problems, fears and address all issues they are unsure
about. Rockoff (2008) indicated that such support also reduces teacher turnover as
experienced employees within a given school can share so-called school-specific
knowledge with novice teachers and this way help them understand the organisational
structure and climate of the school and this way more easily survive first years. Besides,
even when it comes to knowledge relating to the subject-matter, novice teachers tend to
claim that after graduating from a university, they have only knowledge from teaching
manuals which not necessarily explain how to teach to make students really understand
the material taught (Feiman-Nemser, 2003). Through induction programmes based on
close contact with more experienced teachers, the novice ones could learn some useful
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strategies of passing the knowledge better. This way the teachers would be less stressed
and more focused on satisfying students’ needs. Students benefit more from lessons in
such a situation, so it shows that induction programmes can bring many benefits for
teachers and students.
•

The list provided beneath is a summary of the above discussed, main, benefits of
induction, which include:

•

Increase of the job satisfaction, efficacy and retention of new teachers

•

Increase in teachers’ effectiveness and student outcomes

•

Feeling supported

•

Reduction of teacher turnover

•

Better coping within the profession during its first years

•

Gaining useful (practical) strategies of passing knowledge

Challenges of induction
When it comes to challenges, the first one seems to be connected with the fact that
induction itself cannot be clearly defined as it may function in many forms in various
countries. This, in turn, makes it difficult for e.g., European policy makers to set clear
standards for good induction programmes and their components. It is therefore first
challenge that should be addressed. Furthermore, even if there are formal induction
programmes within a given country, they may differ in quality between schools. Sadly,
many new teachers do not receive any real feedback or appraisal (OECD, 2012), so it
means that also teachers undergoing induction programmes are not guaranteed it. It is
another challenge of induction – to make the process effective and to make teachers
benefit. In order to come up with effective induction programmes, the policymakers
again would need to clearly frame what is meant by induction, how to measure its
effectiveness and how to monitor its implementation across schools and countries.
Another induction-related challenge refers to people supporting novice teachers. The
question is whether they should always teach the same subject as their less experienced
colleagues, or not necessarily. Teachers who were provided mentors from the same
subject area were, according to Smith and Ingersoll (2004) less likely to leave teaching or
move to other schools at the initial stages of their career. On the other hand, one should
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not forget that novice teachers should not only be supported within the area of the
specificity of their subject matter. The results of TALIS (2013) indicated that contentrelated knowledge is overemphasised in comparison to pedagogy-related knowledge, or,
generally, knowledge referring to classroom practice or new knowledge emerging from
educational science or a multidisciplinary field (OECD, 2018). A mentor teaching another
subject may have vast knowledge in pedagogy and may be an excellent source of
information when it comes to solving discipline-related problems or classroommanagement skills and it is the knowledge that novice teachers mostly lack.
Summing up, the main, induction-related, challenges include:
•

Inability to clearly define induction due to country differences and approaches to
supporting novice teachers

•

The need for setting clear standards for good induction programmes and their
components

•

The differences in induction programme quality between schools within even a
given country

•

Finding the right persons to support novice teachers (decide who they should be
– i.e. Experienced teachers of the same subject, experienced colleagues from the
same school, etc.)

•

The complexity of support that novice teachers should receive (e.g. Not only
support concerning the content of the subject matter taught, but also pedagogy,
classroom practice, etc.)

There are many challenges connected with induction and they should be addressed in
order to make new teachers really benefit, stay in the profession and have positive impact
on the development of new generations of young people. Furthermore, if novice
teachers’ professional challenges are properly addressed it may also encourage them to
further develop which is crucial in their profession. All the challenges elaborated on
above are the main, organisational- related challenges. One should not forget, however,
that the affective aspect of being a novice teacher and coping with all demands already
discussed in the report is also of great importance. For that reason, affective challenges
are discussed separately (beneath) and their importance for induction is also elaborated
on.
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Affective challenges of novice teachers and their importance for
induction
Affective challenges of novice teachers are mainly connected with their professional selfconfidence/ self-esteem, stress and well-being. It is very important to address the
affective dimention of being a novice teacher because the emotional aspect plays a
crucial role within first years of the teaching profession when the novice decides it to stay
in it, or quit. New teachers in most countries report lower levels of confidence than their
more experienced colleagues (OECD, 2012) which is connected with their lack of
experience. They therefore need a point of reference – somebody experienced who could
guide them, give feedback on their performance and this way boost their self-confidence
and, in turn, self-esteem referring to teaching context. The stress levels and factors of
causing teacher stress are especially important issue when it comes to novice teachers’
attitudes towards their profession. For that reason, significant part of this section is
devoted to teacher stress. When it comes to teacher stress, it has become a widespread
phenomenon and a source of great concern affecting all teachers of all ages (Jepson &
Forrest, 2006; Kyriacou, 2001; Lazarus, 2006; Williams & Gersch, 2004). Already over two
decades ago teacher stress was identified as a major problem in nine out of ten
workplaces (Warren & Towl, 1995) and teachers and teaching unions from that time on
are increasingly concerned about this fact (Brown, Ralph & Brember, 2002). In the
teaching profession, the issue of occupational stress is extremely important due to the
relationship between stress, potential health problems, and in the reduction in work
performance effectiveness, which stress can lead to (Van Der Linde, 2000). In
professional literature for teachers and teachers-to-be the emphasis is placed on the
affective domain of the learner, whereas the affective states of teachers still tend to be
neglected (Wieczorek, 2016). The focus of research on teacher development mainly
concerns pedagogical and cognitive dimension, rather than relationships that teachers
have with others in the workplace. Such relationships may affect teacher development
and even have an influence on whether a given teacher remains in the profession or
leaves it.
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As research has demonstrated, teacher stress may not only lead to physical and
mental health problems, but it can also affect the quality of teachers’ work and their
relationships with students, therefore this issue deserves considerable attention.
The ten main sources of stress identified by Kyriacou (2000, pp. 22–35) are:
•

Teaching pupils who lack motivation.

•

Maintaining discipline.

•

Time pressures and workload.

•

Coping with change.

•

Being evaluated by others.

•

Dealing with colleagues.

•

Self-esteem and status.

•

Administration and management.

•

Role conflict and ambiguity.

•

Poor working conditions.

Some of these sources are interconnected because they simply influence one another.
The stressors presented above refer to teachers of all ages, however one can imagine
that some of them must be really acute for novice teachers due to their lack of experience
(e.g. maintaining discipline, time pressures and workload, self-esteem and status or being
evaluated by others). Dali and Bakar (2012) point out that the area of novice teacher
stress is often neglected not only in literature, but also by authorities. The research on
the novices focuses strongly on teacher - student learning outcomes whereas the stress
of these teachers is often neglected. Novice teachers seem to be more vulnerable to the
pressures of the profession compared to experienced teachers (Harmsen et.al., 2018).
One in four of novices are at risk of stress in their first year (Fitchett et.al., 2018).
Experiencing a high level of stress seems to be detrimental for teachers’ well-being
(Harmsen et.al., 2019) and may indirectly harm students’ achievement (Ronfeldt et.al.,
2013) and generally lead to organisational problems due to the stressed teacher’s
absenteeism or their leaving the profession (Kyriacou, 2001).
All the above issues connected with novice teacher self-confidence, stress and
well-being should be of great concern for policy makers as they significantly affect the
process and organisation of education. Many of the discussed issues could be addressed
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at induction stage if it was organised properly. Novice teachers do not have equal
experience to their older colleagues and therefore they find all general teaching-related
stress factors even more challenging. Factors like, for instance, dealing with pupils who
lack motivation, maintaining discipline, dealing with administration-related issues and, at
the same time, being evaluated by others, very often colleagues who the novices want to
get acquainted with, is perceived by them as great challenge due to their vague
professional experience. It is therefore another set of factors that should be given
attention while introducing novice teachers to the teaching profession and it should be
taken into consideration by authorities setting criteria for induction programmes and
other strategies aimed at supporting novice teachers.
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Professional development of teachers and its connection
with induction
Teachers learn and develop not only during the phase of induction within their career.
The professional development of teachers is a lifelong process that starts at initial teacher
education and ends at retirement (European Commission Staff Working Document SEC,
2010). Due to the rapidly changing educational environment and growing expectations
towards teachers and quality of education, novice or senior, the teachers need to
constantly develop. Some of them are intrinsically motivated to grow in order to be better
teachers whereas those who are motivated extrinsically, do it just because they must.
Nevertheless, the professional life of teachers is a period of constant development. The
teachers who work on self-growth due to their inner drive, often read professional
literature, watch podcasts, enrol in trainings, courses or workshops, engage into informal
dialogues with their colleagues. Their other colleagues who do it for professional reasons
need to meet criteria formally set in a given country in order to get promoted (as it is the
reason for formal professional teacher development). Promotional opportunities for
teachers entail working as a teacher for a given period of time, positive results of teacher
inspections, enrolment in certain courses, postgraduate studies, qualification
programmes or workshops specified by authorities (OECD, 2009). Novice teachers need
to become used to this constant development – they need to be motivated (best if
intrinsically, but at least extrinsically) to learn and grow all the time if they are to teach
successfully and effectively. Successful induction programmes during which they learn
how to cope with everyday classroom challenges and how to plan their teaching activities
and their own developmental activities may make it easier for them to grow in the future.
According to TALIS reports (quoted by OECD, 2009), the amount of professional
development that teachers received decreased with their age. The results of research
(results averaged across all countries participating; age group differences statistically
significant) carried out for 180 days showed that teachers under 30 years of age received
around 21days of professional development and the number declined steadily to an
average of around 14 days for teachers aged 50 years or more. This indicates that on
average less experienced teachers receive more days of professional development than
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more experienced teachers, it also means that if novice teachers don’t wisely use the
opportunity of development they are given, they will stand less and less chance to do it
later. It again shows how important the first years of the teacher profession are and they
emphasise the role of induction in teacher development.
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Conclusions
The report presented above was an attempt to map the pathway that graduates of
teachers’ programmes need to undergo in order to become professional (and often
formally qualified) teachers that are willing to stay in the profession. Teachers wellprepared for doing their job should not only have appropriate (theoretical and so-called
tacit) knowledge when it comes to a subject matter taught, its pedagogy and didactics,
but they also should develop coping mechanisms in order to deal with everyday
professional problems. At the same time, they need to be assured that they are doing
good job in order to feel self-confident and ready for further challenges like e.g., the
challenges of entrepreneurship education. As mentioned in this report, induction is one
of the ways to help to introduce the novices to the profession, however it may take many
forms and may be understood in a variety of ways or may not be present at all in some
countries. For that reason, it would be worthwhile to have a closer look at induction
across chosen countries, and especially to try and investigate the following issues:
•

what is the pathway of becoming a teacher (how and where pre-service teachers
are educated)

•

if there are official induction programmes within the country (in some countries
there is no formal induction)

•

what are the needs of novice teachers

•

how induction is understood

•

what the activities of induction involve

•

which quality criteria of effective induction mentioned in the Teacher pathway
Report are met

•

if there are any other ways of supporting novice teachers (in case there is no
formal induction)

•

who may support novice teachers

•

what are the benefits and challenges of the existing induction programmes

•

what is the role of university and other entities in supporting novice teachers

•

what is the pathway for professional development of teachers
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As mentioned earlier, induction may be understood in a variety of ways across countries
and therefore it is not possible to clearly define it and, as a result, state exactly which
form it takes in a given country (due to differences in naming and understanding the
process). In the report we tried to present all potential forms of induction, also with
reference to countries where they exist and in order to do it in a comprehensive way, we
presented tables generated in 2010, which can be treated by some readers as outdated
already and that might be limitation of the report. The purpose of presenting the tables,
however, was mainly to show the broadness of the concept and variety of its forms and
not to present induction in given countries. Country cases will be presented as separate
documents.
Due to diversity of forms that induction may take in various countries, also each
report concerning a given country will be unique and the structures of country reports
may differ significantly. Also, for the reason mentioned above, not all the points referring
to investigating induction-related issues need to be tackled in each report. The factors
worth investigating enumerated in this section are only a proposition on how to
investigate and report on induction.
In YETI project, country reports with reference to induction will be provided by Austrian,
Hungarian and Polish partners.
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