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Abstract

The study investigates how a group of newly qualified teachers in diverse national and local contexts
experience the entrance into teaching. The study is based on narratives from new teachers in Australia,
England, and Norway. By listening to their stories, the aim is to develop the understanding of this
particular phase in teachers’ professional life and learn more about how to support NQTs. The findings
suggest that there are more similarities than differences across the included nations concerning the
entrance of the profession. When it comes to support the needs are similar, but the frameworks for
support and mentoring are different. Implications from the study is that there are commonalities
involved that make it possible to learn from each other when it comes to develop frameworks for
support and mentoring and what contributes to professional development across national contexts.
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Sammendrag

Denne studien undersgker hvordan en gruppe nye laerere i ulike nasjonale og lokale sammenhenger
erfarer inngangen til laereryrket. Studien er basert pa narrativer fra nye leerere i Australia, England og
Norge. Ved a lytte til deres fortellinger, er malet a utvikle en forstdelse for denne spesifikke fasen i
lereres profesjonelle liv og a laere mer om hvordan nyutdannede kan stgttes. Funnene indikerer at det
pa tvers av de aktuelle nasjonene er flere likheter enn forskjeller knyttet til inngangen til
leererprofesjonen. Nar det gjelder stgtte, er behovene mye de samme, men rammene rundt veiledning
og annen stgtte er forskjellige. Studien impliserer at det er likheter som gjgr det mulig & leere av
hverandre nar det gjelder rammeverket for stgtte og veiledning og nar det gjelder hva som bidrar til
profesjonell utvikling pa tvers av nasjonale kontekster.
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Introduction
The transition from being taught to teaching others is described as a critical stage in a teacher’s career
(Rots et al., 2012; Fernet et al., 2016). The step from education to work is more challenging in teaching
than in other professions because teachers have the full responsibility from day one (Aspfors & Bondas,
2013). Teaching is also regarded as a particular stressful occupation (Skaalvik & Skaalvik, 2018). Many
teachers leave the profession during the first years due to challenging work conditions (Kelly et al., 2019;
Tiplic et al., 2015; Perryman & Calvert, 2020). Consequently, the first years in teaching have received a
great deal of attention the last decades (Flores, 2020; Schaefer et al., 2012). Research shows there is a
need for support, and mentoring has become the key strategy (Bullough, 2012). Even if there is empirical
evidence for the importance of mentoring, it is still not clear what might be the best support for newly
qualified teachers (NQTs) (Hobson et al., 2009; Kemmis et al. 2014; Kutsyuruba et al., 2019). However,
there seems to be some commonalities involved in successful induction and mentorship across borders
that makes it possible to learn across national contexts (Kutsyuruba et al., 2019). In this study we analyse
narratives about the first year in teaching from NQTs in Australia, England, and Norway. Especially we
wanted to know how the challenging entrance into teaching went and how the NQTs were supported.
Our research questions are:

How do NQTs in different national contexts experience the entrance into teaching?

How are NQTs in different contexts supported?

The aim of the study is through examination of individual cases from cross-national contexts to learn
more about new teachers needs and how to support them. In the discussion we suggest some implications
of the findings.

Background

Teaching is a complex endeavour, described as “an extraordinarily difficult form of professional practice
that looks easy” (Labaree, 2005, s. 188). Therefore, “Learning to teach is a process that goes beyond the
mere application of a set of acquired techniques and skills” (Flores 2020, s. 146). Professional knowledge
has been defined as knowledge that draws on theory (knowing that) as well as on practice (knowing how)
(Clarke et al., 2013). However, to transfer knowledge from professional studies into workplace knowledge
is complicated (Eraut, 2004). Generalised knowledge transmitted in higher education is not adapted to
specific situations, even if it might be helpful for understanding situations (Kvernbekk, 2012). To act,
practitioners always need to pay attention to situational characteristics and use their “practical wisdom”
that involves sensitivity to situations and is acquired through experiences over time (Eisner, 2002).
Therefore, it might be overwhelming for NQTs with limited experiences to take on the full responsibility
of teachers. The challenge is how to best support them.

The entrance

The entrance into teaching, presented as a challenging and vulnerable stage in a teacher’s career (Fernet
et al., 2016), is described among others as a practice shock. The practice shock, a well-known concept in
the literature, refers to the discrepancy between an ideal perception of teaching and the reality teachers
experience in the entrance phase (Caspersen & Raaen 2014; Johnsen et al., 2014). NQTs often end up with
the most challenging classrooms and school assignments (Ingersoll & Strong, 2011; Smith et al., 2019),
something that can make a practice shock even harder. Furthermore, becoming a teacher also implies to
be socialised into a school culture and a profession (Alhija & Fresko, 2010). Some researchers describe the
overwhelming start as an important learning stage in which teachers must find their own way (Caspersen
& Raaen, 2014; Fresko & Alhija, 2009). Others report that the entrance into teaching is not merely
perceived negatively. New teachers also experience mastery and believe their colleagues can learn from
them (Ulvik & Langgrgen, 2012). Some of the challenges newly qualified teachers meet are personally
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related, others are depending on contextual factors connected to the workplace. Smith (2014) has
grouped the challenges into four main categories. First, there are factors related to personal
circumstances such as maternity, family reasons, and/or health problems. Second, there are factors
related to the discrepancy newly qualified teachers may experience through the reality shock. They often
start teaching with an idealistic, not always realistic understanding of what teaching contains. They may
be overwhelmed by heavy workload, often caused by ‘out-of-field’ teaching, stealing their leisure time
with family and friends. Other reasons for the disillusion are classes with too many, or difficult students.
New teachers may also experience time pressure to cover the curriculum. Altogether this means not being
able to be the kind of teacher they had envisioned. In some contexts, the demands of effectiveness
measured in students’ achievements and increasing demands for documentation at the expense of time
spent with students, are likely to cause emotional stress and burnout. The third category is the
characteristics of the specific school. Schools as organisations are arenas for struggle, influence, interests,
and power, driven by the variety of goals, motives, and concerns of the people involved (Ball, 1994). The
school may be characterised by low quality, or no mentoring, harmful collegial relations, lack of support
from leadership, and colleagues who are struggling for power within the school. Anyway, the new teacher
has to find a way of handling what Vanderlinde and Kelchtermans (2013) call micro-politics during their
first year in the profession. When the insecurity of repeatedly being offered part-time or temporary
positions are added, it is understandable that the first period of the profession is experienced as difficult.
The fourth category is probably the most challenging; poor relationships with students (discipline issues),
parents, colleagues and leadership of the school can strongly affect novices’ emotions and experiences
during the first year. A demanding entrance into teaching is reported both in Anglophone and Nordic
countries, the contexts in which this study is based.

The support: induction and mentoring

To offer NQTs support during the entrance phase, the literature points to induction programmes and
mentoring (Alhija & Fresko, 2010; Colognesi et al., 2020; Morettini et al., 2020). Peer-support is suggested
(Keogh et al. 2012; Le Cornu, 2013), yet, having a mentor is most important (Ingersoll & Strong, 2011).
Mentoring contributes to the feeling of acceptance and helps building NQTs resilience (Morettini et al.,
2020). However, mentoring depends on the quality of mentoring (Castro et al., 2010; Hobson et al., 2009).
A good relationship with the mentor is crucial (Colognesi et al., 2020), whereas a problematic relationship
may produce pressure to fit into the school culture (Martin & Rippon, 2005). Furthermore, mentoring
based on standards focus on the measurable might reduce teaching to technical expertise (Fransson et
al., 2018). Aiming to promote critical reflection and independent decisions, mentoring cannot be built on
a hierarchical relationship (Tonna et al., 2017).

Mentoring has different purposes such as increasing teacher retention, developing effective teachers
and supporting professional development (Bullough, 2012; Kemmis et al., 2014). Kemmis and colleagues
(2014) found three archetypes of mentoring enabled and constrained by different local conditions and
aims. The first archetype is related to guiding and supporting new teachers as they develop their
professional knowledge, skills and values. The second is more instrumental, aiming to supervise new
teachers as they pass through an induction phase to full registration as teachers. The third is about
supporting the socialisation of teachers into the community of the profession. Mentoring practices may
consist of more than one element, however, simultaneously fostering growth and acting as assessors
might cause tension between support and judgement (Bullough, 2012).

The study

Despite a great deal of attention during the last decades, how to support new teachers is still discussed
in the research literature. Entering the teaching profession, new teachers need support, but they also
need to manage and to be recognised. While research on NQTs often is related to one national context,
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we wanted through a cross-national study, to learn more about how to balance the diverse needs during
the entrance phase.

Sample and context

The study is based on narratives from three different contexts. To get a broad understanding of entrance
into teaching, we chose to include a variety of cases from contexts with diverse support systems for new
teachers. Narratives from Australia, Norway, and England, three countries with differences in teachers’
working environments and support were selected. The sampling in the study may be characterised as
convenient (Creswell, 2012). All teachers were recruited through a letter of invitation. In Norway, where
we are based, we approached teachers among our teacher education’s partner schools, whereas in other
countries trusted colleagues approached teachers in schools they worked with in their respective
countries. In Norway, twenty teachers from secondary schools responded. For the purpose of this study,
we chose to concentrate on four new teachers who represented a variation in gender, subjects and kind
of school. From England four teachers responded and participated and from Australia two. All the teachers
were in their twenties, and the sample consisted of ten teachers from ten different schools. While the
participants from England and Norway were educated in postgraduate programmes (PGCE), the
Australian teachers were educated in a four-year programme for primary schools. From England and
Norway there were two male and two female teachers, from Australia one of each gender. To underline
that the teachers’ experiences are subjective, we have given them names. The first letter in the name is
the same as the the first letter in the name of the country. The great variety of the sample does not allow
for a comparative analysis of the data. The interviews took place in the middle of (Norway, England) or
after the first year (Australia) in teaching.

Methodology

The study used a narrative approach to understand the fullness of the NQT’s experiences and to retain
the complexity of the situation (Connelly & Clandinin, 1990; Polkinghorn, 1995). The stories were collected
through semi-structured interviews in which the teachers were encouraged to tell as much as possible
from their first period in the profession. They were invited to explain why they chose to become teachers,
to describe how their first year in teaching started, and how it subsequently developed. The participants
were also asked about how they were supported and what they thought about the future. Narratives is a
common form for teachers to talk about their professional experiences (Keogh et al., 2012), and during
the interviews we encouraged anecdotes, images, and vignettes.

We, the researchers, developed a semi structured interview guide and conducted a joint pilot
interview before dividing the Norwegian interviews between us. Thereafter the English interviews were
conducted by the first author during a sabbatical at a university in England. The second author did the
Australian interviews using Skype. The interviews lasted for about one hour and were recorded and
transcribed. The teachers gave informed consent to participate in the study. The data were gathered over
a longer period of time from 2015 to 2017. The study was planned when the first interviews were made,
but due to circumstances beyond our control, the full set of data collection was prolonged.

We conducted both a narrative analysis and analysed the narratives (Polkinghorne, 1995). While
narrative analysis moves from elements to stories, analyses of narratives move from stories to common
elements. The narrative analysis implies to collect descriptions of events and happenings and configure
them into a story. Interviews appear to be the most often used source (Polkinghorne, 1995). The outcome
of the narrative analysis was ten stories developed by the researchers through a moderation process. In
the process we arranged the data chronologically and decided through meaning-condensation the
essence of the conversation and which elements contributed to the outcome (Kvale & Brinkmann, 2009).
Through the moderation process, we wrote the stories in first person to underline the subjective
experience. To be assured that the stories fit with the data and to secure anonymity, we sent them back
to the participants for member-check. In this process some minor changes were made, all related to
anonymity.
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Table 1: Overview of the participants

England
Teaches sociology and health and social care in a religious upper secondary school. Worked as
Elijah special needs worker before PGCE. Group meetings with a mentor every week.
Teaches foreign language in eight classes from year seven to ten. Works in an urban school.
Emma Worked in an office before PGCE. Is mentored by the head of department.
Teaches foreign languages in year seven. Is mentored by the head of the department and an
Ellie informal mentor.
Teaches Spanish in an Academy. Has a head of department role. Are not assessed by a mentor.
Evan Are offered some support outside the school.
Australia
Teaches general subjects like mathematics, English and science in grade six. Is supported by
Ann peers, a mentor and the school-leader.
Is educated as a general classroom teacher who teaches English and Mathematics as the main
Anthony subjects in a primary school. Is supported by peers, mentors and the school-leader.
Norway
Teaches mathematics, physics and science in upper secondary school. Works in a rural school.
Nils Limited mentoring. First educated as an engineer. The only one with a permanent position.
Teaches English in upper secondary school. Works as a part time, substitute teacher outside a
Noa city. Has no mentor and there is limited cooperation among the teachers.
Teaches Norwegian in a urban upper secondary school. Has a part time position. Has no mentor.
Nina Has some teaching experience before PGCE. No mentor. Limited cooperation in the school.
Teaches Norwegian and social science in a rural upper secondary school. Has an external
Nora mentor.

When analysing these narratives, we followed an interpretive approach which is described as the
researchers’ best effort to make meaning of the data (Hatch, 2002). The narratives were read repeatedly
applying a hermeneutic process which is a matter of trying to understand the whole while at the time
reconsidering that whole (Gadamer, 2004/1975). The analysis of the narratives where guided by the
research questions. In the process we first worked individually, then together.

Findings
The findings are presented under two main sections related to the research questions about NQTs
experiences of the entrance into teaching and to how they were supported.

The entrance

Our sample consisted of teachers who seemed to manage their work and thereby likely represented
positive cases. They all entered teaching because they wanted to work with people and have an impact
on students’ lives. The secondary school teachers also mentioned passion for their subject as a motivation.
The following quotes illustrate their motivation:

| wanted to become a teacher because | love languages and wanted to share my love of languages with other
people. (Emma, England).
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I love the interaction with the kids. | really enjoy working with pupils and see them develop [...] | hope | could
have had a bit of influence on their lives (Anthony, Australia).

Most interviewees were inspired by other teachers in their career choice, either their own teachers or
teachers in their family. Nina from Norway explained: “Deep down | have always wanted to become a
teacher. My parents are also teachers.” Becoming a teacher was a deliberate choice, and most of the
participants had some positive role models and some ideas about what kind of teachers they wanted to
be.

It was not easy for the NQTs to get a job. They had to apply for positions in competition with many
other applicants, and it gave them self-confidence to be chosen. One of the English teachers, Elijah,
explained: “I had my second placement in this school. | really enjoyed the school and think they quite liked
me as well”. Some of the Norwegian teachers were less successful in getting a full-time job. Noa described:

The 25 % was all | got initially. | applied for a lot of jobs, also in lower secondary [...] After only a couple of
days, | had a 40 % job, and later 80 %. | do not know, however, if | will have a job for the next school year.

The English teachers had to pass their probationer year, whilst other teachers had to apply for a new
position the next year. Having a temporary position could be stressful because the teachers then had to
convince the school that they deserved the job.

Despite initial motivation for teaching, the start was characterised as busy with a heavy workload in
all three contexts. It was a common understanding that the job was tougher than expected with
responsibilities the NQTs were not prepared for. In England and Norway there were examples of out of
field teaching, and the Australian teachers had to handle students with special needs like autism and
Asperger’s Syndrome. They were exposed to tasks even experienced teachers find challenging.
Furthermore, it was difficult to get an overview over the work like Anthony from Australia experienced:
“I' was not fully aware of what the job entailed, and | did not understand how much work I should put into
it”.

What is mentioned above seems to support a discrepancy between the ideal and reality in all
countries. Despite various support systems, they all felt thrown into teaching without having an overview
of their work. Nora from Norway explained: “I got some information about the students, and then: good
luck and remember the parents meeting on Thursday”. On the positive side they all encountered friendly
colleagues and had confidence in their own content knowledge and teaching skills.

The abrupt entrance into teaching raised a range of emotions, and the NQTs used a lot of value-loaded
words when talking about their experiences. The interviews were full of positive statements as illustrated
below:

| just love the spontaneity of my profession [...]. What will happen today? And | also enjoy the freedom of it
(Anthony, Australia).

I am so glad for all my experience when it comes to natural sciences. It makes me so confident in my subjects
and then | can concentrate on other issues (Nils, Norway).

However, even after a short period of teaching, it was possible to see a change like Nora from Norway
exemplified: “It’s the head above the water and surviving from lesson to lesson feeling without drowning
| have now. But I've started to master”. The new teachers’ emotions were especially related to students.
They wanted a good relationship and felt miserable when there were problems. All critical incidents were
related to students. Overcoming challenges, especially related to critical incidents with students,
strengthened the resilience and the perception of competence. Furthermore, being with students was
the best part of the job. Emma explained: “For example when | see my students in the corridor and they
say, ‘bonjour’ or ‘hola’, | think that is nice, that is warming”.

NQTs even problematised how experienced teachers handled students. “Just because someone has
been teaching for fifteen years and they tell me what | should do, | don’t always have to follow it if | don’t
believe in it’, Anthony claims.

Sometimes the new teachers succeeded with their work and became even more self-confident. Ann
from Australia stated: “I think I’'m also impressed with myself and the amount of stuff that | have learned
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throughout the past year”. The positive emotions had conquered the negative ones. Furthermore, the
teachers were individuals with their different preferences. While Elijah enjoyed planning lessons, Evan
described planning as the hardest bit. He became head of a department and enjoyed the responsibility
that he would not have had in another school. Others could have been terrified. Nina on her side,
deliberately chose to work in a part time position in what she perceived as a good school in order to get
a positive start on her career. Nils explained that he had never been afraid of asking questions. All the
NQTs showed a kind of resilience.

The support: induction and mentoring

Induction and mentoring represented the greatest differences in the data. The context and the formal
system differed, but there were also examples showing that induction and mentoring depended on the
involved people as claimed by Bullough (2012). The two Australian teachers who were very well supported
seemed less overwhelmed by their workload. Anthony explained that he had a mentor with five years’
experience whom he could ask all kinds of questions. He was also in team with three experienced
teachers. They had weekly meetings in which they planned their teaching together. Furthermore, there
were five new teachers in the school. They had regular meetings with the assistant principal and became
friends. Ann experienced a similar support from different persons who might complement each other.
The Australian teachers were thereby supported to enter the professional community (Kemmis et al.,
2014). The assessment dimension seemed limited. However, even if the mentoring system worked well
for these teachers, it could not compensate for worries about the next job. Ann said that she had to re-
apply for her job and that only three of five new teachers in her school would have a job there the next
year. However, the Australian teachers explained that friends from the University had not been that lucky
with the staff and the support in their schools.

In Norway, the new teachers had to carry the full responsibility as teachers and to cope with the job
on their own. They were thrown in at the deep end, but at the same time they were free to do as they
wanted. Even if all new teachers in Norway are supposed to be mentored, the support appears as limited.
Norwegian teachers are certified for the rest of their career when they enter the profession. It seems that
without support, or time for reflection the NQTs might find it easy to fall into routines of teaching. The
heavy workload made it difficult to take risks and it was easier to stick to what they knew beforehand.
Left on their own they missed feed-back on their teaching. Most colleagues were helpful when they were
asked, but Noa and Nina both criticised their colleagues’ lack of willingness to collaborate. Nina stated
that there were a lot of men in her school that “knew” how to teach, and she added: “Therefore there is
not much cooperation, as | see it. There is a lot of sharing, but very little acceptance”. She experienced
that her colleagues did not expect to learn something from her. Nils from Norway was the only new
teacher in our sample with a permanent job. The school needed his competence. When he realised that
he was expected to teach a class with disabled students, he was in a position to tell his leader that he was
not ready for the challenge, and his job was changed.

In England, all the teachers had a mentor. However, the support they got was quite different and
varied from meetings every week to almost no support. Elijah, the one with the most extensive support,
and the only one who worked in a top-level school, was also most positive towards being assessed. He
mentioned friends who worked in Academies (independent state funded schools) where the leaders could
do as they like and where they put a lot of pressure on the staff. Evan who worked in an Academy
appreciated to get responsibility and by that felt recognised. Ellie had a formal as well as an informal
mentor closer to her age. The school had chosen a shared mentor role. The informal mentor was there
only for support and for helping her into the professional community. The formal mentor was the head of
department. She found it very useful to have an appointed mentor with just a few more years of
experience than herself who was not supposed to assess her.

The English teachers seemed to be part of a system into which they had to adapt. They were
supported, but also “overlooked” as one of them explained. In other words, they were supervised on their
way to full registration (Kemmis et al., 2014). However, they tended to accept the working conditions: “To
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be observed is partly good for the feedback and partly it keeps you on your toes. You have to keep your
lessons fresh and to try new ideas” (Elijah). As we understand from the quote, mentoring and assessment
could be helpful, but could also be understood as a threat. The English teachers had to fulfil explicit
standards related to teaching skills, but to know what was expected might make them feel secure. They
seemed to have a clear understanding of what they were supposed to do. However, even if there was a
formal mentoring system in England, practice depended on the mentor. Emma explained:

During the year we are observed by the mentor. I’'ve had one visit already, but I’'ve not got any feedback.

Another colleague told me that the mentor should have given me feedback straight away. Anyhow, we’ve got

eight standards in England and the mentors just tick them or not. I've to meet the standards to keep my job.

She was inspected and assessed by the head of the department, but the supporting dimension of
mentoring was lacking. Elijah on his side was aware of the high demands, however he felt supported. His
mentor, who was not in a leader position, was able to balance support and assessment.

The teachers in our study seemed to manage stress. They all wanted to continue in the profession and
believed that next year would be better as they would be more experienced, more familiar with the
system and consequently more efficient. Even if the workload had been heavier than expected, the
positive experiences seemed to overshadow the negative ones.

Discussion

The findings support commonalities across contexts and confirm entrance as a critical stage in teachers’
careers (Kutsyuruba et al., 2019). Starting to teach was overwhelming for all the teachers and implied
processing of experiences and emotions and a pressure to make a good impression. There was a need
for workplace learning and support that depended on time, cooperation, and mentoring. However, the
findings also revealed what factors made teachers succeed, and differences among contexts and
individuals, especially related to induction and mentoring.

The entrance

The teachers in the study started with high ambitions especially concerning their subjects and working
with people. Teaching seems to be more than just a job, and the motivation can be characterised as
intrinsic and altruistic (Watt & Richardson, 2007). However, despite different contexts, cultures, teacher
education programmes, backgrounds, individual preferences, and support for new teachers, even the
apparently successful and motivated teachers in our study had a hard time when entering the profession
(Alhija & Fresko, 2010; Fernet et al., 2016). They found the job busier than expected, and it was a challenge
to live up to their own ideals. Teaching was about dealing with specific situations that was beyond the
technical or cognitive. It involved emotions and presupposed an ongoing dialogue related to practice
(Aspfors & Bondas, 2013; Flores, 2020; Squires, 2019). They realised how much workplace learning took
place and the value of having a mentor they could trust. Limited time and access to cooperation with
colleagues and mentors might hinder their learning to teach.

The teachers pointed at busyness related to doing things for the first time, unexpected assignments,
and a pressure to make a good impression as crucial challenges. Being thrown into teaching implied a lot
of feelings that needed processing. Emotions are a built-in part of teaching and should be addressed in
learning and development activities (Jakhelln, 2010). Especially for new teachers it is crucial that negative
experiences do not dominate and that they feel accepted (Morgan et al., 2010; Morettini et al., 2020).
However, to reveal negative emotions in a situation where teachers want to keep their job or are afraid
of being assessed is not easy. Overwhelmed by the job it is easy for new teachers to teach as they have
been taught (Lunenberg et al., 2007; Smith et al., 2019) — and not make use of the engagement and ideas
they bring into schools.

Despite challenges, the positive emotions were dominant for the participants. Thereby, naming the
entrance phase as a practice shock seems to be too strong in most cases. Even if the job was busier than
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expected, the new teachers also enjoyed their job and were optimistic about the future. The challenges
were especially related to two of the four aforementioned categories (Smith, 2014): discrepancy between
an idealistic and realistic understanding of teaching as well as characteristics of the organisation, like no
or limited mentoring or temporary positions. Personal circumstances and poor relationships seem not to
be anissue.

What contribute to success seem to be the NQTs intrinsic motivation, mastery experiences, content
knowledge, the positive relationship to students and to meet friendly colleagues.

The support: induction and mentoring

The entrance phase is characterised by heavy workload, and full responsibility as teachers from day one
in all contexts. Learning at the workplace was arranged for some, for others not. Even if there were
national arrangements, like in England, the local schools had their unique versions of it. Furthermore, the
support depended on the mentor, concerning the time the mentor had for the job, the position the
mentor was in (like head of the department) as well as how the mentors understood their responsibility
(assessing, supporting, collaborating). It can add to NQTs stress to be mentored by a leader (Colognesi et
al., 2020). Here an informal mentor, like the one Ellie from England got, or a group of new teachers
supporting each other, like in Australia, seem useful. Support also depended on the school culture and
how the teachers cooperated. However, the support resources available and the understanding of
induction differed, and we find traces of all the different archetypes of mentoring presented by Kemmis
etal. (2014). Some NQTs were supported, other supervised, and some, like Elijah, experienced supervision
and support from the same mentor. Furthermore, some got access to resources in the professional
community in various ways. Anthony, Ann and Elijah were all included in a group with other new teachers,
and Anthony and Ann were also part of a group with experienced teachers. The Norwegian teachers got
access to other teachers experiences if they asked for it, but the interaction seemed to be one-sided.
Lacking access to cooperating communities with multiple interpretations and analyses might negatively
impact new teachers’ learning (Flores, 2020).

While the most common pressure on NQTs relates to workload, students’ behaviour and leadership
(Gu & Day, 2007) the interviewees did not emphasise problems with students or leadership. Still, they
experienced challenges related to their position as newcomers. What made it difficult to fulfil their goals
was the busyness and lack of overview, also known from the literature (Johnsen et al., 2014). Reduced
teaching hours, mentoring and cooperating with a team of teachers and learning from other teachers’
experiences might lessen the pressure (Le Cornu, 2013; Mansfield & Gu, 2019). Especially the Australian
teachers had positive experiences with a varied support system that made the induction less uniformed
and thereby more flexible for different needs. Their experiences are supported by Bullough (2012) who
states that effective induction requires more than one mentor can provide. Various kinds of supports are
needed, including emotional support (Bullough, 2012; Colognesi et al., 2020; Squires, 2019).

What role does assessment play in an induction programme? In England especially three of the NQTs
were inspected to see if they met the Teachers’ Standards (Department of Education, 2013). They seem
to be subject to what can be characterised as a training model of teaching (Harrison et al., 2006). However,
we learned that the training centred approach with fixed standards can be practiced in ways that are
supportive and perceived as helpful, like in Elijah’s case. Being observed and getting supportive feedback
from a mentor who was not in a leader position made him feel confident. Leaving NQTs to themselves, as
in Norway, can sometimes leave NQTs to re-invent the wheel.

To have an appointed mentor was appreciated in all contexts when it came to support and feedback.
The new teachers found their colleagues friendly, but not all of them had time for collaboration or saw it
as their responsibility to support new members of the profession. Teachers are busy and it is not always
easy to ask colleagues about everything a newcomer needs to know. However, the mentor’s personality
and the quality of mentoring seem crucial (Colognesi et al., 2020; Hobson & Maxwell, 2020). Emma and
Elijah were both part of the same national context, but the quality of the mentoring was different.
However, mentoring is also influenced by external factors like recognition of mentors and support
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structures (Hobson & Maxwell, 2020). Mentoring is different from teaching (Bullough, 2012), and quality
mentoring may depend on education beyond qualification for teachers (Aspfors & Fransson 2015).
Mentor education seems to contribute to develop mentors’ analytic skills and enhance their reflection
and their ability to talk about and discuss teaching (Helleve & Ulvik, 2019; Ulvik & Sunde, 2013). However,
mentoring is not just an individual endeavour. It needs to be integrated into the school culture (Aspfors
& Fransson, 2015). Moreover, why should support be reserved only for new teachers? A more
collaborative approach might avoid an individualistic approach to professionalism and promote more
collaborative self-development (Kemmis et al., 2014). Without dialogue it is easy to resign to the way
things are. A system is likely to be challenged every time a new participant enters it, consequently both
new and experienced teachers could gain from cooperation.

The NQTs’ updated professional knowledge and skills did not seem to be fully exploited by the schools
in our study. New teachers bring resources into a workplace that should be recognised (Ulvik & Langgrgen,
2012). Recognition implies being listened to as well as being subject to expectations and being challenged,
an encouragement that might strengthen teachers’ resilience, but also contribute to professional
development in the workplace.

Limitations

This is a small-scale study and the examples from each country cannot to be perceived as representative.
Furthermore, there is a limitation linked to the fact that the researchers are Norwegians, something that
might influence the interviews as well as the analyses. Another limitation is the timespan over which data
were collected. With these limitations in mind, we will finally sum up what we learned from the study.

Implications

Based on our study we suggest that both being left alone, like the Norwegian teachers were, or
“overlooked”, as the English teachers experienced, may contribute to adapt to traditional teaching.
Teachers who are left alone may neither get the necessary time to acquaint themselves with their
profession, nor get support and encouragement to use their own potential resources in teaching. Teachers
who primarily are supervised to meet explicit standards are in danger of adopting current school practice,
and their new ideas might be disregarded. In both cases, school development suffers from not including
the newcomers’ perspectives. What seems to be helpful is to be mentored in a supportive way with less
attention to the assessment part, as the Australian teachers experienced. Balancing support and
assessment is challenging, and is a process that needs time (Bullough, 2012).

The new teachers wanted to have an impact. They were strengthened by mastery experiences and
positive relationships (Le Cornu, 2013; Mansfield & Gu, 2019). Then it is not sufficient to be supported
and perceived as helpless. The new teachers are prepared for difficulties and overcoming challenges may
increase their self-efficacy and resilience. The Australian teachers who managed students with special
needs are examples here. Nevertheless, the workload should be manageable so that at the end of the
year the new teachers still possess courage and motivation to continue in teaching —not only by accident.

Based on our study we suggest that mentoring should be a part of induction programmes,
simultaneously knowing that one mentor is not enough. New teachers should be given time and
opportunities for processing emotions and experiences and learn from their practice in cooperation with
others. Having access to different perspectives might help teachers develop their own perspective without
feeling a pressure to adapt. It is not enough to address the structure of induction and mentoring. The
content and quality also should be considered, and mentoring should adapt to individual needs and not
be judgemental (Squires, 2019). Offering a dynamic support system might be a solution to meet this
challenge.
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Concluding comments

New teachers with different backgrounds and from a diversity of contexts experienced all the entrance
into teaching as overwhelming. What we learned from the narratives is that there regardless of contexts
is a need for support in the shape of workplace learning that includes necessary time, manageable
workload, cooperation with colleagues and an appointed and competent mentor. Furthermore, while the
research literature underlines the need for support, we want to emphasise that new teachers also need
to be part of a community where they can contribute. If the aim is to teach as one has been taught and
focus on certain skills, then NQTs are likely to copy experienced teachers. If the aim is to develop teaching
in a changing society, it is harder to define good teaching and there is no right way of teaching. We
recommend that all teachers, new and experienced, need to engage in professional dialogues and develop
the profession together. For this to happen we see quality mentoring as crucial.
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