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Abstract

Beginning teachers are challenged by a new complexity of requirements they have to meet by
entering their career as a newly graduated and fully responsible teacher. Despite of experiences in
pre-service teaching and the focus on combining theory and practice during teacher education in
Switzerland, further professionalization is needed to master the whole complexity of demands. Based
on the Lazarus transactional theory of stress and coping, professional requirements are perceived
individually different. Developmental tasks for beginning teachers were identified, but teachers
perceive and solve them in different ways. Depending on individual resources of the teachers, such
as knowledge, beliefs, motives and goals, personality traits, coping strategies, health and emotions,
teachers experience professional requirements differently. An induction program for beginning
teachers after their final graduation as a teacher must be designed according to individual teachers’
needs, allowing a flexible use of several offers, based on different didactical settings.

The purpose of the article is to investigate beginning teachers’ appraisals of professional requirements.
The questions are, which professional requirements are challenging, how competent beginning
teachers feel to master them and how relevant they are for them. In addition, based on the wide
spread of challenge appraisal, different types are identified and analyzed, to determine whether they
differ in their appraisals of competence and relevance.

The main methods used are statistical analyzes (confirmatory factor analyzes, descriptive statistics,
cluster analyzes with subsequent discriminant analyzes, variance analyzes and T-Test) on teachers
data, collected by a questionnaire.

The article shows how teachers appraise the relevance of professional requirements, how competent
they feel dealing with them and how challenging they perceive the experience. In addition, different
types of challenge were identified to investigate, whether they differ in their competence and in the
relevance of these professional requirements.

Based on the results of this study it is obvious, that teachers are challenged by requirements and
that they need phase-specific opportunities to foster their further professionalization. Derived from
the types of perceived challenges, it is significant that such programs should be used on demand
and with a focus on the concerns of the individual teacher, including metacognitive strategies. For
further professionalization it is crucial that the elements of an induction program do not focus
only on mastering professional requirements, but on reflection on strategies to master them in a
professionalization- and health-supportive way.
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AHHOTaIUA

Hosble KBampuKaIoHHble TPeOOBAHMA, IPEbAB/IAEMbIe MOJIOIOMY YIUTEII0, HEPEIKO BHI3bIBa-
10T y Hero npo6embl. HecMOTps1 Ha IOTy4eHHBI B By3e TIearornyecKuil OIbIT (B COOTBETCTBUM C
TIPVHIIMIIOM 3aKpeIIeH)s TeOPUM IPAKTHKOII), BbiTyckHyKaM B IIIBerijapun Tpebyercs anpHeii-
mas npodeccnonanusanus. Kax rmacur TpansakumonHas Teopus crpecca Jlasapyca, mpodeccro-
Ha/IbHble TPeOOBAHNA PA3/IMYHBI [/IA KaXKOTO MHAMBUAYYMA. 3afau IIeflarornieckoro pasBUTHA
MOTYT OBITh CXOKMMM, HO VX TIOHVMAaHMe KaXKAbIM MefJarOroM U ITYTH UX PENIeHN CyIeCTBeHHO
pasmidaoTcs. VIHAMBITyanbHbIe PeCypChl Iefjarora (3HaHus, yOeXKIeH s, MOTHBAIINS, Le/IN, COCTO-
SHVIE 37J0POBbS, SMOLIMM) CYIIeCTBEHHO BIMAIT Ha TO, KaK YUMTeTb BOCIIPUHMMAET IIeflarorniec-
kue tpeboBanyA. [Iporpammbl IpodecCHOHaNbHOM afalTaluyt /I MOJIOLBIX TIEJaroroB JOMKHBI
OBITb TIOCTPOEHBI B COOTBETCTBUM C MH/VMBUIYaTbHBIMU MOTPEOHOCTAMY KaXK[OTO YUMTELA —
3T0 obecreynT rubKOCTh MPOTPAMMBbI B Pa3IMIHBIX IUAKTIIECKIX YCTOBUAX.

ITenb maHHOI PabOTHI — M3YYUTh, KAK NEJArOrM OLEHMBAIOT NPodeccHoHambHble TpeboBaHM,
npebABAemMble K HUM. Hamu 661710 copMyImMpoBaHO HECKOIBKO MCCIEJ0BATebCKIX BOIIPOCOB:
Kakye 13 IpodecCHOHaNbHBIX TPeOOBAHMIT YINTE/IA CINTAIOT HayboIee CIOKHBIMI? YyBCTBYIOT /I
yuuTens cebs JOCTATOYHO KOMIIETEHTHBIMY, YTOOBI IM COOTBETCTBOBATH? PeIeBAHTHBI /I 3TH Tpe-
60BanyA Kpyry ob6A3aHHOCTel yunTensa? Mbl onpeenviii ¥ IpOaHaIM3UPOBANIN Pa3TUYHbIE THITHI
mpodeccnoHaTbHbIX 3aTPY/AHEHNIT Ha OCHOBE TOTO, KaK YUMTe/IsA MX BOCHPUHIMAIOT.

IToryyeHHBIe pe3y/IbTaThl MOKA3BIBAIOT: HOBblE KBa/MM(UKALMOHHbIEe TPeOOBaHMA MPO6IeMaTHy-
HbI JI/I1 MOJIOAIBIX yYMTeJIell, ¥ HeOOXO/MMO CO3/jaBaTh CIIelMajIbHble YCIOBMA, CIOCOOCTBYIOLINE
JanbHelielt mpodeccHoHaNnu3aIMy HauMHAIOIero nearora. IIporpaMMbl aflaliTaluy ¢ Pa3HBIMU
YPOBHAMY CTIOKHOCTY 3aITyCKAIOTCA TIPU HEOOXOIMMOCTH ¥ C YIeTOM MHAMBU/YaMbHBIX TOTpe6-
HOCTej1 mefjarora. BakHo, 4TOObI afjanTaliyis He OTPAaHNYMBA/IACH TIPOL[ECCOM OCBOEHMsA Mpodeccn-
OHA/IbHBIX TPeOOBAHMIA, @ BK/IIOUA/a TaK)Ke TIOUCK CTPATETNi MX JOCTVKEHI.

KiroueBrpie c1oBa: MOJIOZbIE YUUTE/L, BOCIPHATHE IPO(ECCHOHANTBHBIX TPe6OBaHMI, BLI3OB, IIPO-
eccnoHanmbHAA aANTAINA YUUTETIEH.

Introduction

The profession of teachers is a very challenging one, especially at the beginning of the
career. From their first day as an in-service teacher, they have to cope with an increasing
complexity of requirements (Keller-Schneider & Hericks, 2014). Despite of the pre-service
teaching during their education (Hascher, 2012), the growth of knowledge (Blomeke,
Kaiser & Dohrmann, 2011; Konig & Pflanzl, 2016) and competence (Blomeke et al. 2008;
Groschner, Schmitt & Seidel, 2013; Keller-Schneider, 2016a) as well as the increasing
experience (Berliner, 2001), they cannot anticipate the entire complexity of a school
day. During pre-serviece-teaching the responsibilities are limited, and student teachers
experience a protected learning environment. Further professionalization is indicated by
entering the career as a fully responsible teacher (Keller-Schneider & Hericks, 2014).
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Teacher education in Switzerland focuses on combining theory and practice. Courses
at University are linked with experiences in the field, not only during pre-service teaching
periods but as well in specific problem- and case-oriented courses (Krause, Stark &
Herzmann, 2011; Keller-Schneider, 2018a). Primary teachers are educated to teach seven
subjects (all four subjects of group 1 (German, Mathematics, Sciences, French or English);
in addition, they choose three subjects out of group 2 (Sports, Music, Arts, Handicraft),
secondary I teachers choose four (two from each group). Teachers on secondary II level
are educated in one or two subjects. They do their master’s degree at another university,
not at the university for teacher education; in addition, they take a course to get their
teacher degree. After graduation, teacher education continues with an induction program
and a variety of further education and specification. At the end of their education future
teachers have to search for a job as a teacher. Applying for a job on the labor market in
Switzerland is an individual task. After graduation as a teacher and success in job-finding,
beginning teachers start to work as a fully responsible teacher. In this new role they are
confronted with a complexity of requirements they have not experienced before. In
Switzerland, several models of programs for beginning teachers exist (Vogeli-Mantovani,
2011), to acknowledge the specific needs of this phase (Keller-Schneider, 2019). But these
needs are perceived individually different, based on individual and contextual resources.
The individually shaped appraisal of requirements is crucial for mastering them (Keller-
Schneider, 2010).

Appraisal of requirements

Following the Lazarus theory of the transactional model of stress and coping
(Lazarus & Folkman, 1984), requirements are perceived in terms of their relevance for
the specific person (according to a primary appraisal). A secondary appraisal evaluates
the manageability, based on available resources as their competence to perform (Ryan &
Deci, 2017). Based on these appraisals, a specific requirement is perceived as a challenge
or leads to avoidance (see Figure 1). Balancing the available and necessary resources to
master requirements (Hobfoll, 1989) is essential to maintain the energy for the daily work.
Entering the career as a fully responsible teacher, they are challenged to master multiple
requirements. Dealing with challenging requirements leads to insights, supports further
professionalization and leads into a next phase of their career. But keeping the balance
is essential for their satisfaction and wellbeing (Buchwald & Hobfoll, 2004; Skaalvik &
Skaalvik, 2011). Self-regulation is relevant (Rice, 2012).

Knowledge

Requirements Instrumental Resources

Current Period

relevant and
meagble?

Contextual frame Individual Resources
+ Subjective * Knowledge Avoidance
« Situate Coping Pl « Beliefs Reframing
* Phase-specific *» Motives, Goals Routine
« Context-specific * Personality
* Subject-specific * Self-Regulatiol
+ School Type-specific * Emotio|
Further ,ﬂs
Development "
g4 ™ Findings Social
Experience Resources

Subsequent Period

Figure 1: Appraisal focused model of further professionalization
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Professionalization and the significance of requirement appraisal

Following Keller-Schneider’s (2010) model of professionalization, individuals’
appraisal of emerging requirements effects how they deal with them (Figure 1). Based
on the theory of transactional model of stress and coping (Lazarus & Folkman, 1984)
requirements, assessed as relevant and manageable, lead to a challenging coping process.
Individual resources, such as knowledge, beliefs, motives and goals, personality, self-
regulation and emotions, as well as contextual frames shape the coping process and
the emerging insights. If a requirement is not relevant or the individual does not feel
competent to manage it, they will avoid dealing with it. But, if the requirement is seen
as relevant and manageable, a challenging coping process will emerge. Dealing with
challenging requirements leads to new experiences and insights that transforms the
individual resources (Berliner, 2001). Requirements, handled with routine, contribute to
stabilization, but not to further professionalization. Following the biographic approach
of teacher education as a lifelong learning process (Hericks, Keller-Schneider & Bonnet,
2018), professional developmental tasks must be solved to manage the next period of
the teacher career. Challenging requirements, perceived as relevant and manageable,
are crucial for further professionalization, while keeping a balance of challenge and
experienced competence is essential for health and wellbeing (Hobfoll, 1989; Buchwald
& Hobfoll, 2004; Skaalvik & Skaalvik, 2011; Rice, 2012). For professional development,
challenging requirements are crucial (Keller-Schneider, 2016b). Transformed resources,
based on experience and insights, change the reference framework for upcoming
requirements in a subsequent period (Keller-Schneider, 2010). Perceiving requirements
as challenges is essential for further professionalization.

It is essential to know more about teachers’ appraisal of requirements, as shaped by
individual resources, to determine the consequences on induction programs for teachers.
Do they all struggle with the same requirements or are there differences and specific
types? This is the key questions of this paper.

Purpose and objectives of the study

Based on the Lazarus theory of the transactional model of stress and coping (Lazarus &
Folkman, 1984), the perception of requirements was examined to determine its relevance
and individuals’ competence. The study examines how teachers cope with requirements,
how much they are challenged, how competent they feel, how relevant these requirements
are for them and if there are different types with specific patterns of challenge appraisal.

The following research questions were examined:

« How do beginning teachers appraise challenge by professional requirements?

o How relevant do they appraise them and how competent do they feel in dealing with
them?

o Which types of challenge can be identified?

« Do they differ in their appraisal of relevance and competence?

Based on Lazarus & Folkman, (1984) we assume, that the teachers differ not only
in the challenge appraisal, but as well in the relevance of these requirements (primary
appraisal) and the competence (secondary appraisal) they experience.

Literature review

Early research on requirements of the career entry phase focused on problems of
teachers. In his meta-analysis Veenman (1984) identified several fields of problems, such as
discipline and classroom-management, students’ motivation and differences in learning,
students’ learning assessment, cooperation with parents and organizing the whole work
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as a teacher. Other studies focus on the socialization effects of the specific school in which
teachers were working. They say, that teachers adjust their problem-solving strategies to
the usual practice of the school they are in (Sikes, Measor & Woods, 1985). A third line
of research investigated the focus of concerns of teachers during the whole career. Fuller
and Brown (1975) identified, that the focus of attention expands during the whole career.
At the beginning, teachers are focused on their acting as a teacher and mastering the
requirements of teaching. After a while, their attention is extended to the activities during
the lessons; watching what is going on. In a third phase, teachers are capable of focusing
on the learning activities of the individual students, following their learning processes and
supporting them if necessary. But none of the studies took in account inter-individual
differences of requirement appraisal by the teachers, on their dealing with requirements
or on the growth of perceived competence and self-efficacy.

Current studies focus on the growth of knowledge during teacher education and its
impact on dealing with professional requirements and well-being (Lauermann & Konig,
2016). Most of them are situated in a specific subject, with the emphasis on subject
knowledge and pedagogical subject knowledge (Blomeke et al., 2008). Others focus on
pedagogical knowledge (Gindele & Voss, 2017; Konig & Pflanzl, 2016). They also identify
the effects of beliefs, motives and self-regulation (Blomeke et al., 2008). It is crucial to
build up content knowledge, and pedagogical content knowledge in each subject, but
knowledge on teaching is not sufficient to be prepared as a teacher. Knowledge has to be
differentiated, dealing with specific situations to build up competences. The mastering of
challenging situations and emerging insights are essential for professionalization even
after graduation.

With their focus on the career entry phase, Hericks (2006) and Keller-Schneider
(2010) identified, that beginning teachers are confronted with a new complexity of
professional requirements; all of them have to deal with developmental tasks to proceed in
their professionalization and to participate the professional community. Hericks (2006)
developed a theory-based concept of four developmental tasks of beginning teachers. He
investigated, how teachers in Germany, after graduation as a fully responsible teacher
(after the examination of the second part of teacher education, called Referendariat),
deal with these developmental tasks. He identified different stages of dealing with them,
but also noticed cases of stagnation. Avoidance of dealing with some tasks leads to a
stagnation of professional development. To deal with all of them, developing a professional
identity and meeting the professional communities’ expectations, is essential for further
professionalization (Keller-Schneider & Hericks, 2014).

Keller-Schneider (2010) identified professional requirements from the perspective
of beginning teachers, analyzing notes from counseling sessions with beginning teachers
(Mayring, 2000). Counselling is offered as a part of the Zurich induction program (Keller-
Schneider, 2019) that teachers may use if they wish. They bring in concerns and questions
to talk about. These notes contain requirements of relevance for these teachers. A list of
requirements was derived based on the content analyzes of 40 cases, using counselling
for two years. Based on these empirical identified requirements, an instrument was
developed to collect teachers’ appraisal of these professional requirements. Following
the theory of Lazarus (Lazarus & Folkman, 1984) and operationalizing the model of
professionalization (Keller-Schneider, 2010), the requirements were evaluated as to their
relevance, the competence the teachers experience and the challenge. Based on the data
of Swiss teachers of primary schools, a four-factor model was identified by explorative
factor analyzes, differentiated in twelve second order factor. Results from the study
regarding the first order level of the requirements show, that teachers are challenged to
foster students individually, build up a safe and fostering classroom climate, work with
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parents and find a healthy balance to master all of the professional requirements (Keller-

Schneider, 2010). A comparison of Swiss beginning teachers with student teachers and

experienced teachers shows (Keller-Schneider, 2017a), that beginning teachers do not

differ from experienced teachers in the perceived challenge or in the relevance of the
requirements, but they feel less competent as experienced and as student teachers do.

Entering the career and dealing with the whole complexity of requirements seems to

disturb their self-concept as a teacher. The experience of challenge spreads widely; the

challenge appraisal differs between individuals, affected by individual resources (Keller-

Schneider, 2010, 2017b). These findings confirm, that career entrance is a specific phase

(Keller-Schneider & Hericks, 2014) in which the complexity of professional requirements

disturbs the self-concept as a teacher. Induction programs with elements of reflection and

counselling are indicated (Keller-Schneider, 2019).

The four empirical identified factors of Keller-Schneider (2010) show similarities to
the four developmental tasks of the Hericks™ study (2006). From teachers’ perspective,
challenges during this period focus on the following four professional domains:

1) Role- and identity-finding as a professional: Finding an identity as a teacher to take the
responsibility for acting as a teacher und interacting with students in a professional
way, meeting the requirements as a teacher, respecting the own resources, and being
aware of further development.

2) Teaching to individual needs: Finding tasks and didactic approaches to foster and
support the students individually, respecting the wide range of their interests and
capability.

3) Adaptive acknowledging classroom-management: Finding effective and appropriate
ways to manage the classes and to establish an effective, but supportive and healthy
learning atmosphere.

4) Cooperation within and with the system: Being part of the staff, cooperating with staft
members and the principal, respecting the possibilities and frames of school and
contributing to school development.

Merging the results of the studies of Hericks (2006) and Keller-Schneider (2010),
these developmental tasks, identified as relevant for the fully responsible teachers in the
career entry phase, were discussed as to their impact on the professional development and
the characteristics of this specific phase (Keller-Schneider & Hericks, 2014). In addition,
the four developmental tasks, identified as developmental lines with focus on the four
domains listed above shape their whole career as a teacher (Hericks, Keller-Schneider &
Bonnet, 2018), with phase-specific differentiations for future, beginning and experienced
teachers (Keller-Schneider, 2018b). Findings say, that the experience of challenge by
professional requirements differs between individuals. To discover a pattern behind the
wide spread of challenge and the differences in experienced competence and relevance is
the main purpose of this article.

Methodology

The paper sets out part of the results from the binational study on the perception
and appraisal of professional requirements of beginning teachers (KomBest) of Manuela
Keller-Schneider, Zurich University of Teacher Education, and Uwe Hericks, Philipps-
University Marburg. The study uses a qualitative and a quantitative approach (Hericks et
al., 2018; Keller-Schneider et al., 2019). To examine the research questions of this paper,
the quantitative data of beginning teachers were used.

Sample: The sample contains 864 primary- and secondary-teachers from Switzerland
and Germany in their second year of teaching, 655 (77.2%) are female, 196 (22.8%) are
male (3 missing), with average age of 30.99 years (standard deviation of 6.37).
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Instruments

The professional requirement scales of Keller-Schneider (2010) were used, version of
2019 (see Table 1).

Table 1: Scales used in the study

Scale (number of items) Item example Cronbach Alpha

Professional requirements (second order factors with number of first order chall/comp/rel

factors computed):

« Role-finding as a teacher (3) Act as a teacher referring to own .82/.731.73
expectations ...

« Teaching to individual needs (4)  Foster students on individual levels ... .771.70/.78

« Adaptive, classroom Perceive and conduct the dynamics .84/.781.75

management (2) within the class ...

» Cooperation with and within Identify implicit rules within the staff .76/.69/.73

the system (3)

Comments: chall=challenge, comp=competence, rel=relevance; the items were answered from
thee perspectives: ... challenges me, ... I succeed in, ... is important to me.

Data collection and processing

Date were collected by questionnaires (paper-pencil), sent by post to the school
address.

Using confirmatory factor analyzes (method Maximum-Likelihood) the model of the
four main developmental tasks of career entry (Keller-Schneider, 2010) was checked to
its fit to the data of this study. By cluster analyze (Method k-means), six types of differ-
ent profiles of challenge were identified. Results of the subsequent discriminant analysis
show an assignment of 99.0% (Wilks Lambda .048). Differences between the types were
analyzed using variance analyzes (ANOVA with Post Hoc Test, Bonferroni), testing the
significance and the effects (Eid, Gollwitzer & Schmitt, 2011).

Results
Model of professional requirements

The latent structure of challenging professional requirements, perceived by begin-
ning teachers, shows a second order structure with the main four developmental tasks,
identified by Hericks (2006) and Keller-Schneider (2010), and twelve first order factors
(see Figure 2). The main model of the four developmental tasks, based on the percep-
tion of Swiss primary school teachers (Keller-Schneider, 2010) could be replicated within
the data of Swiss and German primary and secondary teachers of this subsequent study
(Keller-Schneider et al., 2019). Results show an acceptable fit of Chi? = 2600.01, Chi*/df =
2.56, RMSEA = .042, SRMR = .054, CFI = .911, TLI > .906 (Weiber & Miihlhaus, 2014).
Figure 2 shows the model of developmental tasks.

The developmental task of role finding includes the requirements of acting according
to ones’ own expectations, using and protecting own resources at the same time and take
the role of a fully responsible teacher. Teachers have to find an identity as a professional,
based on their acquired knowledge and reflected experiences, reframed by their role as a
teacher and not determined by their experiences as a student. They have to balance their
energy by engagement with their role, get involved in their responsibility but be aware
of their limits, not to risk a loss of energy. They have to take the role of a teacher and be
responsible for their acting as a teacher, even in situations they are strongly challenged
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and under pressure. They have to develop their role, relying on their own ideas and
visions, building up their standards. There is no mentor anymore, who says, what should
be done and what is the right way to do it.

» Use and protect their own resources
* Take the role as a teacher

Role-Finding Teaching Referring to Individual
+ Act according to one’s own * Achieve an individual fit of teaching
expectations + Evaluate and promote students’

learning and achievement
* Perceive and foster students

individually
‘ Planning and Conduction ‘ * Connect with parents

‘ of Learning Activities ‘

Adaptive Classroom Management

* Build up and lead a positive classroom
culture

« Take classroom leadership

Cooperation within the System
« Position in the team of teachers

» Cooperate with the principal

= Use possibilities and respect limits of
the school system

Figure 2: Professional requirements of beginning teachers with four main
developmental tasks and twelve subtasks

Teaching towards individual students’ needs comprises the demands of achieving an
individual fit of teaching; teaching that does not fit leads into disciplinary difficulties and
a loss of time for learning. The effective use of time is a key characteristic of teaching at
a high-quality level. Evaluating and promoting individual students’ learning processes
and their achievement is needed to find specific approaches, so they are able to work on
tasks on their own and not only achieve better, but with a deeper understanding as well.
To do this, teachers are required to focus on the students individually, to perceive and
foster them in a positive and valuing relation. As a fourth part of this task, teachers have
to establish a professional relation with the students’ parents, focusing on the learning
of their child, explaining to them how their child achieves and develops as well as the
expectations of the school. Teachers act with the whole group of parents to obtain their
support for activities and requirements of school. Beginning teachers are challenged to
find a way how they can master these requirements the first time, and to be prepared to
work on these tasks during their whole life as a professional.

The adaptive classroom management requires the teacher to build up and lead a
positive, safe and fostering classroom climate. They have to establish rules and rituals to
regulate the behavior of the students, to give them the experience of respect and safety
as well as letting them participate in decision making and giving them room for their
co-acting within the community of the class and the school. In addition, teachers are
required to overtake the classroom leadership by acting, reacting and interacting, in
relation to the students’ needs, development and learning, respecting their ability and
their needs to develop.

The task of a co-acting cooperation with and within the school system involves taking a
position within the staff members of a school as a fully responsible and co-acting teacher,
finding an identity as a staff member, taking responsibility for the school of which they
are part. They have to cooperate with the principal, respecting his or her expectations
as well as standing for their own ideas and goals. To be a staff member, teachers have to
know about and use the possibilities within the school and the school system as well as
respecting its limits and goals.
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So, role-finding as a teacher and cooperation within the system are related; role-
finding as an individual teacher is not enough, it also needs role-finding within the
institution and the system. Teaching based on individual needs and the ability of an
adaptive classroom management are mutual dependent as well; without a fitting teaching
to individual capacity and needs, a fostering and respecting classroom climate is not
possible. Underchallenged and underachieved as well as overchallend and overachieved
students respond with disciplinary problems; they are not able or not motivated to meet
the expectations they should. On the other hand, a repressive or dismissive classroom
management with its turbulences and insecurities is an unfavorable basis for learning. But
without going through this process of role-finding on an individual and collective level,
teaching and guidance of a class is not possible, as a result of the uncleared references
and the teacher’s weak identity. Beginning teachers have to work on all of the four
developmental tasks, relying on each other (Hericks, Keller-Schneider & Bonnet, 2018),
referring to the situation they have to handle and to their individual appraisal of the
professional requirements they perceive. How teachers understand these developmental
tasks will be shown in the next step.

Appraisal of professional requirements - relevance, competence and challenge

Appraisal of Professional Requirements

5
4
3
2
1
Role-Finding Teaching to Adaptive Classroom Cooperation within
Individual Needs Management the System

mChallenge Competence mRelevance

Figure 3: Appraisal of professional requirements (challenge, competence and relevance)

Results show (Figure 3 and Table 2), that teachers feel challenged in a moderate way;
their requirement appraisal differ significant (F(1,863)=358.733, p<.001, n*  =.454). They
experience teaching to individual needs as the most challenging task, followed by adaptive
classroom management and role-finding; cooperation within the system affects the lowest
challenge. All of the requirements differ significant from the average (p<.001). Beginning
teachers experience themselves as competent in dealing with professional requirements,
identified as developmental tasks of the career entry phase (Keller-Schneider & Hericks,
2014). The experienced competence in dealing with the four developmental tasks differs
(significant, with a strong effect, F(1,863)=36.414, p<.001, n =.078); in addition, all of
them differ significant from the average (p<.001). Competence in classroom management
shows the highest value, teaching to individual needs and role-finding the lowest.
Beginning teachers evaluate the professional requirements as relevant; the relevance of
the requirements differs (significant with a very strong effect, F(1,863)=557.788, p<.001,
W’,,=-564). The requirements of adaptive classroom management and role-finding were
assessed as the most relevant ones, teaching to individual needs and cooperation within
the system were lower; all of them differ significant from the average (p<.001).
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Regarding the relationship of the three appraisals of professional requirements
(relevance, competence, challenge, Figure 3), operationalizing the Lazarus theory of
transactional model of stress and coping, teaching to individual needs seems to be the
most claiming ones; challenge and competence are more or less equal, by a slightly re-
duced relevance. This reduction of relevance seems to be helpful to conserve the teach-
er’s resources and prevent an energy-loss (Buchwald & Hobfoll, 2004). Dealing with this
requirement demands further professionalization, from the teachers’ point of view. The
requirements of role-finding and adaptive classroom management show a less stressing
profile; competence is perceived as higher than challenge, accompanied by high relevance.
Cooperation within the system is seen as a supporting requirement; beginning teachers
experience themselves as very competent and little challenged.

Types of different patterns of challenge appraisal
Results of the cluster-analysis show a solution with six types, balanced in size (Figure 4).

Six Types of Different Profiles of Challenge

Lo =Type | (n=114)

= Type Il (n=180)

17% =Type lll (n=141)
Type IV (n=155)

Type V (n=146)

% Type VI (n=128)

Figure 4: Number of participants per type of different profiles on their challenge
appraisal by dealing with professional requirements

The types, shown in Figure 5 by their z-standardized means, differ by the challenge
experienced as well as by their specific challenge profiles for different domains, with
specific effects of classroom-management and cooperation within the system (Figure 5
and Table 2).

Challenge Appraisal of Professional
Requirements

Type | Type Il Typell  TypeV  TypeV  Type Vi
(n=114)  (n=180)  (n=141)  (n=155)  (n=146)  (n=128)

I
O-g - . [ III

i "I no

-0.8

-1.2

uRole-Finding m Teaching to Individual Needs
u Classroom Management Cooperation within the Sytem

Figure 5: Types of different profiles of challenge by professional requirements
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Type I (n=180/20.8%), the biggest group, shows the lowest challenge in all of the four
domains.

Type II (n=114/13.2%), the smallest group, shows a profile of under average challenge
in role-fining, teaching and cooperation within the system. Classroom-management
corresponds to the average and is the most challenging task for this type of beginning
teachers.

Type IIT (n=141/16.3%) differentiates from the others by the under average challenge
by classroom-management. Role-finding, teaching and cooperation within the system is
equivalent to the average.

Type IV (n=155/17.9%) shows average challenges in role-finding, teaching to meet
individuls’ needs as well as classroom-management and over average challenge in
cooperation within the system.

Type V (n=146/16.9%) shows over average challenges in classroom-management,
teaching and role-finding. Cooperation within the system corresponds to the average.

Type VI (n=128/14.8%) is the most challenged one, with over average challenge in all
of the four domains.

Type I and type VI show the biggest contrasts in experiencing challenge by dealing
with professional requirements. Type III and type IV are quite similar, differentiating by
their type-specific characteristics of under average challenge in classroom-management
of type III and over average in cooperation within the system of type IV. The results of the
variance analyzes (Table 2) reveal type-specific characteristics.

Table 2: Differences between the types (ANOVA with Post Hoc)

Scale (M/SD) ANOVA Post Hoc (Bonferroni)
Perceived challenge:
« Role-finding (3.82/1.00) F(5,858)=333.174, p<001, nzpm:.ééo I<TTI< IS IV V<VI

« Teaching to individual ~ F(5,858)=171.859, p<001, nzpmz.SOO I<"TI<"T/IV<"V<VI
needs (4.13/.91)

» Adaptive classroom F(5,858)=485.369, p<001, nzpmz.739 << I/ IV V/VI
management (3.89/1.08)

« Cooperation within F(5,858)=359.547, p<001, nzpm:.677 II<™ T/ V< IV<™VI
the system (2.88/.99)

Experienced competence:

« Role-finding (4.26/.68)  F(5,858)=38.244, p<001, ‘rlzp,m=.182 VI/IV/V/II/II< 1

« Teaching to individual ~ F(5,858)=4.131, p=001, nzpart=.024

needs (4.18/.62) II<"IV/VI/V/III<T

« Adaptive classroom F(5,858)=26.345, p<001, nzpan:.133

management (4.71/.60) II/VI/IV/V<"TII<™T
« Cooperation within F(5,858)=15.709, p<001, nzpmz.084

the system (4.52/.69) IV/VIKTII<TIT/ V<]
Relevance of professional requirements:

« Role-finding (5.32/.48)  F(5,858)=10.061, p<001, nzpmz.OSS IV/IYIIL/1/V/VI

« Teaching to individual F(5,858)=9.525, p<001, nzparl=.053

needs (4.92/.71) VI V/I/II/IV/IL

o Adaptive classroom F(5,858)=8.357, p<001, nzpart=.046

management (5.49/.43) IVAL/II/T/VIVI

« Cooperation within the  F(5,858)=10.608, p<001, nzpmz.OSS

system (4.88/.69) II/IVII/V/I<TVI
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Type-specific competence and relevance of professional requirements

Figures 6 and 7 show results of competence and relevance of the four professional
requirements (in z-standardized means), differentiated by the types of profiles on
challenge by dealing with professional requirements. Results on the variance analyzes are
presented in Table 2.

Differences in experienced competence: The types show different profiles in their
experience of competence (Figure 6, Table 2). Type I differs significant from the others.
The less challenged teachers of type I experience themselves more competent in dealing
with the professional requirements than the others do. The other types of teachers do not
differ greatly in their experience of competence in dealing with professional requirements,
even though they differ in the challenge appraisal on a high significance level with very
strong effects. Type II teachers, under average challenged as well, experience the lowest
competence in teaching to individual needs; even they are less challenged than the others
they do not differ in experiencing competence. Type III, under-averagely challenged by
classroom management, shows higher competence in classroom management that the
others. Competence is shaped by the different profiles of challenge, but in a quite moderate
and unsystematic way. Type IV, V and VI differ from the others in their competence of
cooperation within the system.

Experience of Competence Dealing with
Professional Requirements
Type | Type Il Type lll Type IV Type V Type VI
(n=114) (n=180) (n=141) (n=155) (n=1486) (n=128)
1.6
1.2
0.8 I
0.4 I
04 i
-0.8
-1.2
-1.6
= Role-Finding Teaching to Individual Needs
u Classroom Management Cooperation within the Sytem

Figure 6: Type-specific appraisals of competence in dealing with professional requirements

Relevance of Professional Requirements
Type | Type Il Type lll Type IV Type V Type VI
(n=114) (n=180)  (n=141) (n=155) (n=146)  (n=128)
1.6
1.2
0.8
0.4
0 i _ mlE | I |
I - E-m
-0.4
-0.8
-1.2
-1.6
= Role-Finding Teaching to Individual Needs
m Classroom Management Cooperation within the Sytem

Figure 7: Type-specific appraisals of the relevance of professional requirements
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Differences in the appraised relevance of professional requirements: The types differ
significant, but with medium effects (Figure 7 and Table 2). Type VI characterized by
high challenge (Figure 5) and low competence (Figure 6) appraise the professional
requirements as more relevant than the others do. The low-challenged Type I shows
average means of relevance. The appraised relevance of professional requirements shapes
the types of different profiles in challenges in dealing with the professional requirements
as well; relevance has a positive effect on the experience of challenge, but Type I with
under average challenges does not show the lowest means in relevance of the professional
requirements.

The perception of challenge is influenced by the perceived relevance of professional
requirements and the experience of competence to master them, but there is also an
independence between the three appraisals of professional requirements, visible through
the smaller differences and the lower effects.

Discussions

The following results emerge from this empirical study:

1) The model of professional requirements, identified with a sample of beginning primary
teachers in Switzerland (Keller-Schneider, 2010), fits to a sample of Swiss and German
teachers from primary and secondary schools (Keller-Schneider et al., 2019). So, the
model of the four developmental tasks of the career entry phase, developed by Hericks
(2006) and specified by Keller-Schneider (2010), can be generalized to teachers in
Germany and to secondary school-teachers as an additional school type. Further
research would be needed to determine if it fits well to additional countries.

2) The professional requirements, bundled in the four developmental tasks of role-finding,
teaching to individual needs, adaptive classroom-management and cooperation within
the system, are moderately challenging, but challenge appraisals show wide spreads;
interindividual differences are visible. To meet these individual different challenge
appraisal with an induction program, the use of the opportunities, given by such a
turther education program, must allow a use referring to individual needs of a specific
beginning teacher.

3) The identified types of challenges tell us, that there is a variety of different profiles of
specific challenging requirement appraisals. There are phase specific characteristics,
but they vary individually. So, some of the teachers are challenged more than others
by several developmental tasks, or they focus on the challenge by mastering specific
requirements, to be solved as developmental tasks.

4) The types of different profiles of challenge do not differ greatly in the experience of
competence and relevance. Beginning teachers experience themselves as competent,
despite of the variying amount of perceived challenge. They evaluate the requirements
as relevant, but the relevance does not differ widely between these types of challenge.
Perceptions of relevance and competence are shaped by the types of different profiles
of challenge, but they do not differ in the same way as regarding to the perceived
challenge. To be challenged by specific requirements is not an indicator for low
competences in this domain; it is an indicator for high involvement in dealing with
this specific requirement (see qualitative results in Keller-Schneider, 2020 as well) — an
aim for further professionalization.

5) Dealing with professional requirements is influenced by its relevance as lenses,
through which requirements were prioritized (Cochran-Smith & Zeichner, 2005), by
the experienced competence (Ryan & Deci, 2017) and by the individually different
challenge as a driving motive (Wal et al., 2014), confirming the Lazarus theory of the
transactional model of stress and coping (Lazarus & Folkman, 1984), based on primary
and secondary appraisals of professional requirements.
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Conclusions on the induction program for beginning teachers in Switzerland

Beginning teachers are prepared to start their career as a fully responsible teacher
to master the same tasks and duties as their experienced colleagues do. They experience
themselves as competent, despite of feeling less competent than they did at the end of
their initial education (Keller-Schneider, 2017a), but they are challenged by specific
professional requirements. The changed context of pre- into in-service teaching let arise
the requirements in a new complexity, as explained above. Results show, that beginning
teachers are challenged by professional requirements in individual ways. The results
also show that they perceive these requirements as relevant. From their point of view,
professionalization has to continue, in particular in requirements of high relevance,
joined by competence, experienced lower than the perceived challenge. But professional
development as a teacher is not just an individual task (Keller-Schneider, 2019) but a
task for the educational system as well (Picard & Ria, 2011). To promote their entrance
into a successful career, an induction program is needed to support them in solving
the developmental task of the stage in which they are, and of the profession in general
(Hericks, Keller-Schneider & Bonnet, 2018). After graduation from teacher education,
teachers start their further professionalization following the induction program, as the
first part of further education, linking initial education with further education (see Figure
8) (Keller-Schneider & Hericks, 2017).

Initial Education Induction Further Education

Education in

other Fields

of Edu-
cation

Courses/MAS
with Topics on
Teaching and
Learning

Induction for o
Beginning Specialization
( Initial Teacher Teachers
\Education / Further Education

Figure 8: Induction for beginning teachers as the first part of further education,
linking initial and further education

In addition to the induction program, further education in Switzerland offers a
program for restarting teachers after some years of break, short courses and programs of
advanced studies (CAS and MAS) in teaching and learning, programs for specific profiles as
an additional teacher competence (for example IT, theatre pedagogy, teacher for student
teachers during their pre-service teaching at school, mentors for beginning teachers) and
specializations (for example as teacher for German as a second language or as a principle.

Induction programs were developed in Switzerland (Kanton Zurich) from 1975
(Vogeli-Mantovani, 2011). Since then, these programs have changed their focus from
emphasizing on the support of beginning teachers by experienced teachers at their schools
and specific further education to an induction program, aiming on professionalization
of the beginning teachers. They offer a variety of approaches. Meanwhile it has been
demonstrated that support is not enough for the need of further professionalization.
The career entry phase is a specific phase of further professional development (Keller-
Schneider & Hericks, 2014). Research shows that developing an identity as a teacher
and solving the developmental tasks of the career entry phase, as described above, differ
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among individuals. Based on these results it is obvious, that not all teachers experience
their first years of teaching in the same way. The teachers’ experience of challenge through
professional requirements spreads widely, wider than the experience of competence. Thus,
a program is needed to meet their individually different concerns. Some of them need
support, ideas, reflections, materials or cooperation, others need nothing. If teachers are
respected as fully educated teachers, able to process their job with competence, autonomy
and relatedness (Ryan & Deci, 2017), meeting the expectations of the professional
community, it is important to let them choose the offers of an induction program they
wish. A mandatory program, offering the same content to all, is not useful. In addition,
it is too expensive, because some would get offers they do not need, others would get the
wrong ones.

As an example of an induction program, the program of the Zurich University of
teacher education will be explained (Keller-Schneider, 2019). This free program runs dur-
ing the first two years of the teacher’s career and offers different possibilities. The Uni-
versity of Teacher Education is responsible for the elements of counselling, courses and
further education as well as for the education of mentoring teachers at school, aiming on
assistance and cooperation, on demand of the individual teacher. The schools are respon-
sible for offering an experienced teacher, interested in mentoring beginning teachers on a
mandatory and collegial base without the task of evaluation, and to introduce the teacher
as well as the other new teachers into the staff.

University Counselling Courses Further Education
and Coaching | Summer School | after two Years

Collegial Assistance

School and Cooperation
Introduction Introduction to Facility
as a Staff Member of the School

Figure 9: Induction program for beginning teachers after graduation,
during their first two years of teaching

The program contains the elements shown in Figure 9:

o Cooperation and Assistance: An experienced teacher, working at the same school,
teaching the same grade, available on demand, assists as a colleague the beginning
teacher during the first two years. They meet at least twice a year, but most of them
meet more often and contact each other for different matters. Some maintain an
intensive cooperation.

o Courses for beginning teachers: The University of Teacher Education offers specific
thematic courses, relevant for beginning teachers, such as building up a fostering
classroom climate, working with parents, balancing their own resources, and
approaches for their teaching referring to individual needs.

o Counselling and Coaching, individually or in groups. Teachers bring in specific
concerns or questions. The focus of this work lies on a specific situation or a problem
selected by the beginning teacher.

o Further education for beginning teachers: At the end of their second year as a teacher,
the beginning teachers come back to University of Teacher Education for a specific
three-week-program. They work in workshops on specific themes as well as in problem-
focused-project groups. In addition, they reflect on their experiences during their first
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two years of teaching in group sessions. For this program, student teachers in their last
year of teacher education replace the teachers and teach all the classes, assisted by the
principles of the school, if needed.

o Summer course: Other Universities offer a summer course as a starting week for
planning the first year of teaching, preparing specific demands of the classroom
management and the work with parents before starting the school year.

This different approaches of further education during the first two years of teaching
allows the teachers to focus on their concerns und to select elements on their own
decision. Teacher induction, as the first period of further education, does not assess the
progress of teachers. It just supports them to work on the developmental tasks of the
career entry phase and on the challenges on which they focus. Evaluating the quality of
their teaching is a task of the principle, as he or she does with all of the teachers of her/
his school. Teacher induction respects the inter-individual differences of teachers and
facilitates support, meeting their concerns. The induction program is not the last part
of education, but the first part of further education and a bridge to further professional
development of teachers.

Acknowledgment

The research was supported by Swiss National Science Foundation (SNF) and Ger-
man Research Society (DFG) as well as Zurich University of Teacher Education and Phil-
pps-University of Marburg.

References

Berliner, D.C. (2001). Learning about and Learning from Expert Teachers. International Journal of
Education Research, 34, 463 - 482.

Blomeke, S., Kaiser, G. & Lehmann, R. (2008). Professionelle Kompetenz angehender Lehrerinnen
und Lehrer (Professional competence of prospective teachers). Miinster: Waxmann.

Blomeke, S., Kaiser, G. & Dohrmann, M. (2011). Bedingungsfaktoren des fachbezogenen Kompe-
tenzerwerbs von Lehrkriften (Conditions of subject-related competence acquisition of teachers).
In: Helsper, W. & Tippelt, R. (2011) (Eds.). Piddagogische Professionalitdt. ZfPad Beiheft 57.

Buchwald, P. & Hobfoll, S. E. (2004). Burnout aus ressourcentheoretischer Perspektive (Burnout
from a resource-theoretical perspective). Psychologie in Erziehung und Unterricht (51), 247-257.

Cochran-Smith, M., & Zeichner, M. (2005). Studying teacher education. The report of the AERA
panel on research and teacher education. Published for the American Educational Research As-
sociation by Lawrence Erlbaum Associates, Inc.

Eid, M., Gollwitzer, M. & Schmitt, M. (2011). Statistik und Forschungsmethoden (Statistics and
research methods). Weinheim: Beltz.

Fuller, F. & Brown, O. (1975). Becoming a teacher. In: K. Ryan (Ed.). Teacher Education. Chicago:
NSSE yearbook. pp. 25-52

Gindele, V. & Voss, T. (2017). Padagogisch-psychologisches Wissen: Zusammenhénge mit Indi-
katoren des beruflichen Erfolgs angehender Lehrkrifte (Pedagogical-psychological knowledge:
correlations with indicators of the professional success of prospective teachers). ZBF 2017 7(3),
255-272.

Groschner, A., Schmitt, C. & Seidel, T. (2013). Veranderung subjektiver Kompetenzeinschitzungen
von Lehramtsstudierenden im Praxissemester (Change of subjective competence assessments
of student teachers in the practical semester). Zeitschrift fiir Pidagogische Psychologie, 27 (1-2),
77-86.

Hascher, T. (2012). Forschung zur Bedeutung von Schul- und Unterrichtspraktika in der Lehre-
rinnen- und Lehrerbildung (Research on the significance of internships in teacher education).
Beitrdige zur Lehrerinnen- und Lehrerbildung 30 (1), 87-98.

Hericks, U. (2006). Professionalisierung als Entwicklungsaufgabe (Professionalization as a develop-
ment task). Wiesbaden: VS.

Tun MieH3upoBaHsl aBTOPOB — JINIEH3NsI TBOpYeckoro coobiectBa CC-BY-NC 77



Education and Self Development. Volume 14, Ne 3, 2019

Hericks, U., Keller-Schneider, M. & Bonnet, A. (2018). Lehrerprofessionalitit in berufsbiographi-
scher Perspektive (Teacher professionalism from biographical perspective). In: M. Gléser-Ziku-
da, M. Harring, C. Rohlfs (Eds.): Handbuch Schulpidagogik. Miinster: Waxmann utb. pp. 597-607

Hericks, U, Sotzek, J., Rauschenberg, A., Wittek, D. & Keller-Schneider, M. (2018). Habitus und
Normen im Berufseinstieg von Lehrerinnen und Lehrern - eine mehrdimensionale Typen-
bildung aus der Perspektive der Dokumentarischen Methode (Habitus and norms in the ca-
reer entry phase of teachers — a multi-dimensional type formation based on the documentary
method). Zeitschrift fiir Interpretative Schul- und Unterrichtsforschung, 7(1), 65-80.

Hobfoll, S.E. (1989). Conservation of Resources: A new attempt at conceptualizing stress. American
Psychologist, 44, 513-524.

Keller-Schneider, M. (2010). Entwicklungsaufgaben im Berufseinstieg von Lehrpersonen
(Developmental tasks of beginning teachers). Miinster: Waxmann.

Keller-Schneider, M. (2016a). Professionalisierung in Praxisphasen (Professionalization in preser-
vice-teaching periods). In: J. Kosinar, S. Leineweber & E. Schmid (Eds.). Professionalisierungs-
prozesse angehender Lehrpersonen in den berufspraktischen Studien. Miinster: Waxmann. pp.
156-173.

Keller-Schneider, M. (2016b). Professionalisierung ohne Beanspruchung? Diskussionsbeitrag zum
Themenschwerpunkt: Burnout und Stress beim Ubergang in den Lehrerberuf (Professionalization
without stress? Burnout and stress during the transition into the teaching profession). Psycholo-
gie in Erziehung und Unterricht, 62 (4), 305-314.

Keller-Schneider, M. (2017a). Die Wahrnehmung von Anforderungen durch Lehrpersonen in der
Berufseinstiegsphase im Vergleich mit angehenden und erfahrenen Lehrpersonen (Requirement
appraisal of beginning teachers in comparison with prospective and experienced teachers). Leh-
rerbildung auf dem Priifstand 10 (2), 152-173.

Keller-Schneider, M. (2017b). Die Bedeutung von lerntheoretischen Uberzeugungen fiir die Wahr-
nehmung von beruflichen Anforderungen von angehenden Lehrpersonen (The impact of beliefs
on teaching and learning on professional requirement appraisal of prospective teachers). In: U.
Fraefel & A. Seel (Eds.). Schulpraktische Professionalisierung. Miinster: Waxmann. pp. 195-212.

Keller-Schneider, M. (2018a). Es gentigt nicht mehr, einfach zu unterrichten (Just teaching is not
enough anymore). In: A. Paseka, M. Keller-Schneider & A. Combe (Eds.). Ungewissheit als Her-
ausforderung fiir pidagogisches Handeln . Wiesbaden: Springer VS. pp. 231-254.

Keller-Schneider, M. (2018b). Impulse zum Berufseinstieg von Lehrpersonen. Grundlagen - Erfah-
rungsberichte - Reflexionsinstrumente (Impulses to start the teaching career. Bases — experien-
ces — reflexion tools. Bern: hep-Verlag.

Keller-Schneider, M. (2019). Professionalisierung im Berufseinstieg von Lehrpersonen: Individuelle
Wahrnehmung - institutionelle Angebote - berufsphasenspezifische Herausforderungen und
Ressourcen (Professionalization during the career entry phase of teachers: Individual appraisal
- institutional offers — professional challenges and resources). In: M. Syring & S. Weif8 (Eds.).
Lehrer(in) sein — Lehrer(in) werden - die Profession professionalisieren. Bad Heilbrunn: Klink-
hardt. pp. 145-160.

Keller-Schneider, M. (2020). Das Verstandnis von Unterricht und Vermittlungsanforde-rungen von
Lehrpersonen im Berufseinstieg — Ausdifferenzierung der fallorientierten qualitativen Inhalts-
analyse und Triangulation mit quantitativen fallorientierten Ergebnissen (Beginning teachers’
conceptions of teaching and teaching requirements - differentiation of case-focused qualitative
content-analyses and triangulation with case-focused quantitative results). Forum Qualitative
Sozialforschung / Forum: Qualitative Social Research, 21 (1).

Keller-Schneider, M., Arslan, E., Kirchhoft, E., Maas, ]. & Hericks, U. (2019). Herausforderungen
im Berufseinstieg von Lehrpersonen. Ein Vergleich zwischen Lehrpersonen zweier Lander und
Schulstufen (Challenges for beginning teachers. A comparison between teachers of two countries
and school types). Lehrerbildung auf dem Priifstand, 12(1), 80-100.

Keller-Schneider, M. & Hericks, U. (2014). Forschungen zum Berufseinstieg (Research on the career
entry phase). In: E. Terhart, H. Bennewitz & M. Rothland. (Eds.) Handbuch der Forschung zum
Lehrerberuf. Miinster: Waxmann. pp. 386-407.

Keller-Schneider, M. & Hericks, U. (2017). Professionalisierung von Lehrpersonen - Berufseinstieg
als Gelenkstelle zwischen Aus- und Weiterbildung (Professionalization of teachers - career entry

78 Creative Commons by the Authors is licenced under CC-BY-NC



O6pasosanne u camopassurue. Tom 14, Ne 3, 2019

as a pivot between education and further education). Beitrige zur Lehrerinnen- und Lehrerbil-
dung, 35 (2), 301-317.

Konig, J. & Pflanzl, B. (2016). Is teacher knowledge associated with performance? European Journal
of Teacher Education, 39 (4), 419-436.

Krause, U.-M., Stark, R. & Herzmann, P. (2011). Forderung anwendbaren Theoriewissens in der
Lehrerbildung (Promotion of applicable theoretical knowledge in teacher education). Psycholo-
gie in Erziehung und Unterricht, 58 (2), 125-136.

Lauermann, F. & Konig, J. (2016). Teachers’ professional competence and wellbeing. Learning and
Instruction, 45, 9-19.

Lazarus, R.S. & Folkman, S. (1984). Stress, Appraisal and coping. New York: Springer.

Mayring, P. (2000). Qualitative Content Analysis. Forum: Qualitative Social Research, 1(2), 1-20.

Picard, P. & Ria, L. (Eds.) (2011). Beginning teachers: A challenge for educational systems. CIDREE
Yearbook 2011. Lyon: ENS. Pp. 169-190.

Rice, V. H. (2012). Handbook of stress, coping, and health. Implications for nursing research, theory,
and practice. Los Angeles: Sage.

Ryan, R. M. & Deci, E. L. (2017). Self-determination theory: Basic psychological needs in motivation,
development, and wellness. New York, NY: Guilford Press.

Sikes, P. J., Measor, L. & Woods, P. (1985). Teacher Careers. Crises and continuities. London: Taylor
& Francis.

Skaalvik, E. M., & Skaalvik, S. (2011). Teacher job satisfaction and motivation to leave the teaching
profession: Relations with school context, feeling of belonging, and emotional exhaustion. Teach-
ing and Teacher Education, 27, 1029-1038.

Vogeli-Mantovani, U. (2011). Induction programmes for teachers in compulsory education. In:
Picard, P. & Ria, L. (Eds.) (2011): Beginning teachers: A challenge for educational systems - CI-
DREE Yearbook 2011. Lyon: ENS. pp169-190.

Wal, J. J. in de, den Brok, P. J. & Hooijer, J. G. (2014). Teachers” engagement in professional learning:
Exploring motivational profiles. Learning and individual differences, 36, 27-36.

Weiber, R., Mithlhaus, D. (2014). Strukturgleichungsmodellierung (Structural equation modelling).
Berlin: Springer.

Tun MieH3upoBaHsl aBTOPOB — JINIEH3NsI TBOpYeckoro coobiectBa CC-BY-NC 79



