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Abstract

This qualitative descriptive case study explored the experiences of novice teachers at the 
beginning of their teaching careers in Kosovo, focusing on their professional support, 
adaptation to school culture, and teaching practice in real classroom settings. The study 
also examined the perceived contribution of pre-service teacher education programs and the 
institutional support needed during the first year of teaching. Data were collected through 
interviews with 15 novice teachers and an analysis of official documents related to teacher 
development, supported by relevant literature. Findings revealed that schools in Kosovo 
generally lack formal induction programs and structured supervision systems for novice 
teachers. Participants reported varying support practices across schools, which often failed 
to address their professional needs. Consequently, novice teachers experienced challenges 
in adapting to school culture, lesson planning, and classroom instruction. The study 
highlights the importance of developing institutional induction programs and diverse support 
mechanisms to facilitate novice teachers’ professional growth and successful integration into 
the teaching profession. 
Keywords: induction phase, novice teacher, professional development, training, and 
mentoring

	 The entry phase into the teaching 
profession represents a distinct period in 
teachers’ career development, marking the 
transition from pre-service preparation to 
practice in a new work environment with 
students in the classroom. It is a transitional  

phase between pre-service education and 
continuous professional development, 
encompassing the early years of teaching, 
typically defined by a specific program of 
supervision and mentoring for this stage. It 
is also recognized as a phase of adaptation to 
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the school work culture, further development 
of competencies for effective teaching, and 
attention to personal development (MEST, 
2017; MESTI, 2023/a), Beijaard et al. (2004) 
argue that the induction period is crucial for 
the formation of professional identity and 
the development of fundamental teaching 
competencies.

Kosovo has approximately 290,000 
students in pre-university education, taught 
by around 23,000 teachers (MEST, 2024). 
The average age of teachers in Kosovo is 
44 years; about 36% of teachers are aged 50 
or older, while only 9% are under the age 
of 30 (MESTI, 2025). According to a study 
report by Demi, Rraci, and Bajrami (2018), 
over the next ten years, an average of 640 
teachers will retire annually. This creates 
an opportunity for approximately 600 new 
teachers to be employed each academic year, 
all of whom are expected to go through the 
induction phase, as defined in the Strategic 
framework for teacher development in 
Kosovo (MEST, 2017).

Research Problem
	 The reviewed literature indicates that 
the induction phase namely, the entry phase 
into the teaching profession, is an important 
field of research (Schaefer & Clandinin, 
2011; Ingersoll, 2012; Du Plessis & Sunde, 
2017; Sasson, Kalir & Malkinson, 2020). 
Discussions and developmental contributions 
in this field are related to the systemic 
regulation of this phase, its status, mentoring 
programs for novice teachers, requirements 
regarding the duration of the entry phase into 
the teaching profession, as well as minimum 
requirements for professional development 
during this stage (Rapti, 2009; Eurydice, 
2018; OECD, 2019; OECD, 2025).

These efforts are also reflected in the 
policy framework for teacher development 
in Kosovo (MEST, 2017; MESTI, 2023/a; 
MESTI, 2023/b), which establish the 
foundation and requirements for the 
induction phase. However, little has been 
done to facilitate and guide schools, which 
have continued to provide support to novice 
teachers without a clear guiding framework 
from central or municipal levels. On the other 
hand, to date, there has been no single study 
examining how schools approach working 
with novice teachers and what teachers think 
about the professional support provided by 
schools.

Research Questions
	 This study aims to explore the 
experiences of teachers in Kosovo during 
the entry phase into the teaching profession, 
particularly in the early years of practice, the 
forms of professional support, the connection 
with pre-service education programs, and 
the needs of novice teachers for institutional 
support during this stage of their professional 
career.

The main research question guiding 
this study is: How do novice teachers in 
Kosovo perceive the induction phase and its 
impact on successfully navigating this stage?

The sub-questions derived from the 
main research question are:
•	 How do novice teachers describe their 

experiences during the induction phase?
•	 What are the main challenges and 

difficulties faced by novice teachers 
during the induction phase?

•	 How do novice teachers describe the 
connection between pre-service teacher 
education programs and their experiences 
during the induction phase?

Purpose of the Study
	 The purpose of this study is to 
describe and analyze novice teachers’ 
perceptions of the entry/induction process 
and the support provided during this critical 
early stage of career development, and to 
examine how this process can be enhanced 
to better support novice teachers’ adaptation 
to school work culture, the development 
of effective teaching competencies, and 
personal growth.

Significance of the Study
	 This study is important for the 
education sector in Kosovo, as it provides 
an overview of the relevant literature in 
this field, as well as current practices and 
developments in different educational 
systems regarding the entry (induction) 
phase. Furthermore, it elaborates on the 
adaptation of novice teachers to teaching 
practice and school work culture, based on 
the real experiences and practices of novice 
teachers in Kosovo.

Review of Literature 
	 Teacher career development is part 
of ongoing debates in educational systems at 
national, European, and broader international 
levels, including discussions on teaching 
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standards, teacher education curricula, 
and approaches to continuous professional 
development throughout teachers’ careers. 
According to Hargreaves (2003, as cited in 
Saqipi, 2013) and Sahlberg (2011, as cited 
in Saqipi, 2013), the issue of standardization 
has become a major factor in discussions 
about the effectiveness of education systems 
at the international level. Standardization in 
education also includes teaching standards, 
qualification requirements in teacher 
education programs, requirements regarding 
the duration of professional practice, the 
length of the entry phase into the teaching 
profession, as well as minimum requirements 
for professional development throughout a 
teacher’s career.

Ingersoll (2012) emphasizes that 
entry into the profession is an educational 
reform whose time has come. This view 
is supported by Kutsyuruba and Bezzina 
(2024), who argue that novice teachers 
need support, as they often find it difficult 
to address the diverse needs of students 
and may feel unprepared due to limited 
understanding of students from different 
cultural and family backgrounds, as well as 
differing expectations about education.

Studies on the entry phase into the 
teaching profession address various aspects 
of practices and system needs related to this 
stage of teacher development, including 
the challenges and difficulties novice 
teachers face in adapting to their profession. 
These challenges are often associated with 
heavy workloads and administrative tasks, 
negatively affecting emotional well-being 
and the balance between professional and 
personal life (Pillen et al., 2013). Without 
structured support mechanisms, such 
conditions increase the risk of demotivation 
and early attrition from the profession 
(Jenkins et al., 2009).

The entry phase represents the first 
step in teachers’ career development and 
their professional journey (Caena, 2014). 
It is defined as a structured support phase 
provided to novice teachers, consisting 
of important formative and supportive 
components, typically including additional 
training, mentoring, guidance, and other 
forms of support to help novice teachers 
adapt to teaching practice and school work 
culture (Eurydice, 2018).

This phase plays a key role in 
determining both the quality and quantity of 

future teachers (Musset, 2010). According 
to Huberman et al. (1997), the more positive 
the entry phase often referred to as the phase 
of survival and discovery the more secure 
the transition to the stabilization phase or the 
development of professional resilience.

According to the OECD report 
(2025), studies on the entry phase and the 
impact of induction programs show that 
well-structured programs offering multiple 
forms of support, including mentoring 
(Ingersoll, 2012; Ingersoll & Strong, 
2011), improve teaching quality based on 
students’ perceptions (Maulana et al., 2015), 
Induction programs contribute to reducing 
teacher attrition and increasing retention in 
the profession (Smith & Ingersoll, 2004; 
Helms-Lorenz et al., 2016), enhance teacher 
retention and student achievement (Rockoff, 
2008), and facilitate knowledge transfer 
among teachers (Papay et al., 2020).

Induction programs are organized in 
different ways, both formal and informal, 
as reported in almost all OECD Teaching 
and Learning International Survey (TALIS) 
reports from 2013 to 2025. According to the 
OECD (2015), school principals report that 
access to formal induction programs includes 
two subcategories: (i) formal induction 
programs that involve all new teachers in the 
school (about 3% of teachers), and (ii) formal 
induction programs that include only teachers 
new to teaching (over 22% of teachers). 
Meanwhile, around 76% of teachers work in 
schools that offer access to informal activities 
during this phase, which are not part of a 
formal school induction program.

Over time, access to formal 
induction programs has increased. Latest’s 
OECD reports underline that induction 
and mentoring programs are key policy 
instruments for improving teaching quality 
and reducing early career attrition, but 
warn that their effectiveness depends on 
their design and quality of implementation 
(OECD, 2020). According to the latest 
OECD TALIS 2024 report, participation 
in informal induction programs is higher 
(56%) compared to formal programs (44%). 
On average, seven out of ten teachers report 
having participated in an induction program 
at their school (OECD, 2025).

Studies and reports from educational 
systems that have institutionalized 
formal induction programs as an integral 
part of the teaching career indicate that 
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this phase typically includes structured 
mentoring, professional orientation, 
classroom observation, and collaborative 
reflection linked to continuous professional 
development (Fleming, 2014). Programs 
designed with diverse forms and modalities 
of support have positive effects on teaching 
quality, professional well-being, and teacher 
retention, especially during the early years of 
the career (Diab & Green, 2024).

The Entry Phase into the Teaching 
Profession in the Context of Education in 
Kosovo
	 The Strategic Framework for Teacher 
Development in Kosovo (2017) stipulates 
that novice teachers, during their first 1-2 
years of work experience, are required to 
complete a minimum of 20-40 hours of 
professional development. The framework 
document also specifies the thematic areas 
of professional development programs for 
teachers in the entry phase, which should 
focus on:
•	 implementation of the new competency-

based curriculum;
•	 expansion of subject knowledge;
•	 pedagogical content and methods;
•	 classroom management;
•	 student assessment;
•	 lesson planning;
•	 supporting and motivating students;
•	 Professional rights and responsibilities of 

teachers, etc.
One year after the approval of 

the Strategic Framework for Teacher 
Development in Kosovo (2017), the Ministry 
of Education, with the support of the 
Education System Improvement Project, 
developed the concept document Towards 
a New Integrated and School-Based model 
for teacher professional career development 
in Kosovo, prepared by Goddard and 
Buleshkaj (2018). Although this concept 
model establishes a structure for developing 
an induction phase program and mentoring 
for teachers at this early stage of their 
careers, such a program has not yet been 
implemented.

Despite the absence of a formal 
program or specific guidelines for the 
induction phase and mentoring of teachers 
during their first two years of teaching 
experience, novice teachers in Kosovo 

receive support from schools, which varies 
across schools and municipalities (Mehmeti, 
Rraci & Bajrami, 2019). Although this 
practice continues to be implemented in 
schools across Kosovo, there is still a lack 
of studies examining the experiences, 
challenges, and benefits that novice teachers 
gain from the professional support they 
receive during their first two years of 
teaching.

Methodology
 
	 The study is based on a qualitative 
research approach, which enables a deeper 
understanding of experiences and practices 
in natural contexts (Creswell, 2014; Merriam 
& Tisdell, 2016). The fundamental idea 
of conducting qualitative research is that 
meaning is socially constructed (Saqipi, 
2013), based on the premise that reality 
itself is a social construct (Matthews & 
Ross, 2010). This approach focuses on 
understanding content and processes rather 
than on the numerical measurement of data 
(Bryman, 2016; Vogrinc & Saqipi, 2020). 
This research approach is useful for this 
study and contributes to the literature in this 
field by reflecting the authentic perspectives 
of teachers from a new social context, such 
as novice teachers in Kosovo.

The study follows a descriptive 
research design, which has enabled the 
exploration and description of novice 
teachers’ early experiences and forms of 
professional development, as well as an 
understanding of how novice teachers 
perceive the impact of these experiences 
on their teaching practice and their 
adaptation to the school work culture. Such 
a methodological approach is justified by the 
fact that this is the first study of its kind in 
Kosovo in terms of both scope and content.

Data collection consists of interviews 
with 15 novice teachers who have 1-2 years 
of experience in the teaching profession. 
The participants were selected through 
random sampling from a mixed sample of 
30 novice teachers identified from different 
municipalities in Kosovo, all employed 
during the 2023/2024 academic year 
(Table 1). Semi-structured interviews were 
conducted in written form, each lasting 
approximately 40-45 minutes.
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Data Analysis
	 The data were analyzed using 
thematic analysis. According to Grbich 
(2007), analysis is the process of segmenting, 
categorizing, and re-linking aspects of the 
data prior to their final interpretation (as cited 
in Matthews & Ross, 2010). The thematic 
analysis method used in this study helped to 
examine the most frequently occurring terms 
and concepts in the text (Vogrinc & Saqipi, 
2020), to generate phrases and sentences 
for the development of themes based on 
the research questions, and to group these 
themes into broader categories before final 
interpretation.

Limitations
 
	 The study did not include school 
principals, experienced teachers who have 
supported or mentored novice teachers, nor 
teachers from all ethnic groups living in 
Kosovo. Despite these limitations, this study 
remains a valuable source of information, 
based on the perceptions of novice teachers 
who shared their authentic teaching 

experiences and provided useful insights to 
guide the development of induction programs 
for teachers in Kosovo. It is expected that 
this study will provide important input to the 
efforts of the Ministry of Education (MEST) 
in regulating the entry/induction phase 
for teachers and in developing mentoring 
programs for novice teachers.

Findings of the Study
	 A deeper understanding of what 
constitutes appropriate and adequate 
preparation for entering the teaching 
profession can be gained from novice 
teachers who have begun practicing teaching 
in real classroom settings. The findings 
reflect the research questions and are 
organized into four themes. The discussion of 
these themes highlights diverse experiences 
of novice teachers, shaped by the school 
work culture, support and guidance from 
school principals and experienced teachers, 
as well as opportunities for participation in 
teacher training programs. A summary of the 
findings is presented in Table 2.

Table 1.  
Characteristics of the Sample of Novice Teachers
Teacher Qualification Experience Program 

Teacher 1 Master's 2 years Albanian Language 

Teacher 2 Bachelor's 1 year Primary Education 

Teacher 3 Master's 2 years History 

Teacher 4 Master's 2 years Mathematics 

Teacher 5 Bachelor's 2 years Primary Education 

Teacher 6 Master's 1 year Biology 

Teacher 7 Master's 1 year Physics 

Teacher 8 Master's 1 year Civic Education 

Teacher 9 Bachelor's 2 years Primary Education 

Teacher 10 Master's 2 years Mathematics 

Teacher 11 Master's 1 year Albanian Language 

Teacher 12 Bachelor's 1 year Primary Education 

Teacher 13 Bachelor's 1 year Primary Education 

Teacher 14 Master's 1 year Chemistry 
Teacher 15 Master's 1 year Physics 
 Note: The sample consisted of 15 novice teachers from primary 
and lower secondary education
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Table 2.  
Summary of Findings

Topic Summary of findings 

Experiences of novice 
teachers during the 
induction phase and their 
reflection in classroom 
practice 

Novice teachers’ experiences are closely related to the level of support provided 
within the school context; Novice teachers generally report positive experiences, 
accompanied by initial difficulties when facing real classroom situations, emotions, 
responsibilities, and fear of achieving expected outcomes; Novice teachers report 
limited opportunities for professional development at the school level; A limited 
number of novice teachers report receiving well-planned and organized institutional 
support from schools; Those who received support report that it was provided through 
guidance and advice, classroom observations, professional lectures, and direct support 
during work with students;  
Almost all novice teachers report concerns during this period related to:  
▪ presenting in front of students and classroom management; 
▪  working with the new curriculum, lesson planning, and coverage of 
curriculum within the school year;  
▪ student assessment and working in large classes; 
▪  preparation of teaching materials;  
▪ working with students whose behavior is difficult to manage, etc.; Novice 
teachers report limited opportunities for involvement in professional development at 
the beginning of their teaching careers. 

Pre-service teacher 
education programs and 
their reflection on novice 
teachers’ experiences 

Based on their initial teaching experiences, interviewed teachers report that during 
their studies they were better prepared for: academic subject knowledge; To some 
extent, they were prepared in the areas of:  
▪ continuous professional development;  
▪  developmental psychology for working with students; 
▪ use of technology in teaching; However, they report being little or only 
somewhat prepared in areas related to:  
▪  working with the curriculum - planning and implementing competency-
based curriculum;  
▪ teaching practices in real classroom contexts; 
▪  professional skills and practices related to student assessment. 

University programs for 
teacher preparation and the 
need for their revision 

According to novice teachers, future teachers need more programs and courses related 
to: 
▪ general and subject-specific teaching methodologies; 
▪  longer duration of pedagogical practice courses; 
▪ curriculum development and implementation for the grades they will teach;  
▪ student assessment, classroom and behavior management, and skills in using 
teaching materials and resources; 
▪ training focused on preparing students to apply different techniques and 
methodologies in practice. 

Induction program and 
future support for novice 
teachers from schools 

Most novice teachers suggest: 
▪ institutional support from schools should be planned and organized 
according to the needs of novice teachers;  
▪  a structured induction program with a school-based mentor working directly 
with novice teachers;  
▪  a special focus on creating a positive learning environment and strategies 
for managing student behavior;  
▪ support in preparing a structured professional portfolio. 
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The Experience of Novice Teachers During 
the Induction Phase and Reflection in 
Their Work with Students
	 This theme highlights differences in 
the experiences of novice teachers during the 
induction phase, which are shaped by factors 
such as the level of university preparation 
(Bachelor’s and Master’s), the working 
culture of the school where novice teachers 
begin their profession, mentoring and 
guidance from school principals and more 
experienced teachers, as well as opportunities 
to participate in training programs for novice 
teachers.

As described in the introductory 
chapter and the theoretical review, in Kosovo 
the entry phase into the teaching profession 
is not formally regulated. However, based 
on the interviewed teachers, there are 
efforts within schools to support them at 
the beginning of their careers. Regarding 
support from principals, the interviewed 
teachers mainly referred to initial meetings 
with principals about becoming familiar with 
school rules, classroom observations, and 
occasional advice. Meanwhile, regarding 
support from experienced teachers, most of 
the interviewed teachers did not specify a 
direct or formal role played by experienced 
teachers in supporting them throughout a 
school year.

“In the first school where I worked, 
there was not much support reflected in 
helping me adapt to teaching practice and 
the school’s work culture. In the school where 
I am now, there is a new spirit regarding 
support for teachers; we continuously receive 
support, we are informed about developments 
in the school, the rules of work, and so on”. 
(m/6)

For many practical aspects of 
teaching competencies, I learned through 
professional activity meetings, such as lesson 
planning using the core curriculum, student 
assessment based on criteria, communication 
with parents, etc. I did not have a specific 
mentor during this phase; instead, I 
consulted with experienced teachers who 
showed willingness to help me. (m/12)

However, teachers reported that there 
are some schools that provide support for 
novice teachers in a fairly organized manner. 
As one of the interviewed teachers stated:

“During my first year of experience 
as a novice teacher, I received professional 
support from the school principal on aspects 

related to teaching, teaching methodology, 
and communication with students. This 
support was provided in various forms, 
such as guidance and advice, classroom 
observations, and direct support during my 
work with students in the classroom”. (m/15)

Upon gaining employment, novice 
teachers experience contradictory emotions. 
On the one hand, they are happy to have 
secured a job in their chosen profession 
and eagerly anticipate making a positive 
contribution. On the other hand, they feel 
nervous and question their ability to meet 
both internal and external expectations 
(Goddard & Foster, 2001).

In general, the interviewed teachers 
describe their initial experience in practicing 
the profession as a positive one, accompanied 
by various difficulties and challenges, 
encounters with real-life situations, emotions, 
responsibilities, and a sense of fear in 
achieving the expected outcomes.

“It was a more stressful beginning 
than I had thought and heard; it made 
me realize how stressful it truly is to be a 
teacher”. (m/6)

“I can say that it was an emotionally 
demanding start, trying to balance stress, 
fatigue, and the joy of the first contact with 
students, while aiming to be as well-prepared 
as possible in front of them” (m/2)

All the interviewees share positive 
moments from their initial teaching 
experience, ranging from the closeness 
and first contact with children/students, 
collaboration and relationships with 
colleagues, to achieving results with students.

They also speak about their concerns, 
challenges, and problems they encountered 
during the initial phase of teaching, 
including adapting to other teachers in the 
school, presenting in front of students, 
classroom management, working with the 
new curriculum, preparing lesson plans and 
organizing the curriculum throughout the 
school year, student assessment, working in 
classes with a large number of students, lack 
of teaching materials, and even basic aspects 
of organizing engaging lessons for students, 
as well as working with students whose 
behavior is difficult to manage, and so on.

Work filled with great will and 
dedication, and of course, a bit of stress. 
However, the beginning was also a key step 
in shaping the kind of teacher I am today. 
(m/4)
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I had difficulties in breaking down 
lesson plans for the three classes I teach, 
with different programs; it was my first time. 
I was also highly challenged in preparing 
assessment instruments and evaluating 
students’ achievements. For many things, I 
felt uncomfortable asking others at school… 
(m/10)

There are several common themes 
that reflect the benefits gained during the 
initial experience, including those related 
to adaptation in working with students, 
collaboration with fellow teachers, 
cooperation with parents, and the application 
of methodological approaches in teaching 
and student assessment, among others.

“The most useful part of my initial 
experience has been improving my ability to 
express myself in front of an audience”. (m/5)

On the other hand, when novice 
teachers describe the challenges of their 
initial teaching experience, they mainly 
relate them to lesson planning in connection 
with curriculum requirements, student 
assessment, managing a large number of 
students (referring to classes with more than 
30 students), understanding the personalities 
of all the students they work with, and 
responding appropriately to various situations 
involving students, among others.

“The challenges I mainly faced were 
finding a balance between having a calm 
and caring nature and maintaining a fair 
and appropriate sense of discipline with 
students” (m/2)

Novice teachers, when speaking 
about the challenges they faced in their initial 
teaching experience, mainly relate them to 
inadequate preparation to deal with these 
challenges more easily, a lack of support 
from the school, and a lack of training during 
the early years of their teaching experience.

Among the interviewed teachers, six 
of them stated that they managed to cope 
with these challenges with the help of family 
members who have experience in teaching, 
through advice from colleague teachers, 
as well as through their own personal 
commitment.

“In most situations, I have always 
sought advice from individuals who have 
experience in education, especially from 
colleagues within the professional group, 
and I have also revisited the literature used 
during my studies”. (m/6)

Although six of the interviewed 

teachers stated that they received advice and 
support from their experienced colleagues, 
the professional support does not appear 
to have been organized or systematic, nor 
accompanied by any formal mentoring plan 
at the school level.

“I received help only when I asked 
for it. I often felt uncomfortable seeking 
help from the school principal or from an 
experienced teacher”. (m/11)

In most cases, it is shown that the 
only support they received was being sent 
to training on the implementation of the 
competency-based curriculum.

“As for training, unfortunately I have 
not yet had the opportunity to attend any 
training that would support my professional 
development, except for the training on the 
implementation of the new curriculum. Even 
in attending this training, I encountered 
many difficulties and resistance due to 
subjective reasons”. (m/9)

Pre-Service Teacher Education Programs 
and Their Reflection in the Experiences of 
Novice Teachers
	 The findings have shown that after 
their initial teaching experience (1-2 years), 
Kosovar teachers hold a critical view 
regarding their university preparation in pre-
service teacher education programs, which 
need to be improved, particularly in terms of 
stronger connections with the real practice of 
working with students.

Based on their initial teaching 
experience, the interviewed teachers evaluate 
that during their studies they were better 
prepared in:
•	 Academic subject knowledge that needs 

to be acquired
•	 Theories of teaching

Although they were well prepared 
in academic subject knowledge, at the 
beginning of their first year of teaching, they 
do not consider it to have been of great help 
to them. On the other hand, they assess that 
they were somewhat prepared in areas they 
needed during their work with students, such 
as:
•	 Developmental psychology for working 

with students
•	 Use of technology in teaching
•	 Professional values, beliefs, attitudes, and 

behaviors in teaching
The gaps in these areas during 

university preparation were largely reflected 
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in their initial experience of practicing the 
teaching profession. Meanwhile, they report 
being little or only somewhat prepared in 
areas related to:
•	 Curriculum work - planning and 

implementation of competency-based 
curricula

•	 Teaching practices -including 
methodological approaches, classroom 
and student management, and skills in 
using teaching materials and resources

•	 Skills and professional practices for 
student assessment (formative and 
summative assessment)

The areas of pre-service teacher 
education programs that were evaluated as 
less effective or only somewhat effective by 
the interviewed teachers are mainly related 
to the quality of pedagogical practice. This 
practice is considered not very effective 
in the schools where it is organized, as it 
does not include sufficient exposure to real 
teaching situations, ranging from actual 
lesson planning to student assessment during 
the teaching process. This has been clearly 
reflected in their initial teaching experiences.

“Pedagogical practice in schools is 
not very effective. During the practice, we 
did not manage to acquire teaching skills, 
and the mentors did not perform their role 
properly”. (m/15)

“My challenges began with 
completing the personal diary during 
pedagogical practice, because while writing 
the lesson, the mentor teacher would record 
something different, whereas in reality she 
was far behind in planning. As a result, I had 
to “pretend,” imagine, and write positively 
about the progress of the teaching process. 
“(m/1)

“Even though I completed three 
pedagogical practices, I did not learn much 
from them, nor did they serve me significantly 
when I started practicing the teaching 
profession”. (m/7)

Out of all the interviewed teachers, 
only three of them share the opinion that 
pedagogical practice during their studies 
helped them to be more successful in their 
initial teaching experience.

“The effect of pedagogical practice 
in the first year of my work as a teacher 
has been significant, as through it I gained 
experience in teaching and in classroom 
management”. (m/3)

University Programs for Preparing Future 
Teachers and the Need for Their Revision
The findings show that the interviewed 
teachers, from the perspective of the needs 
they experienced during their initial teaching 
experience, consider the improvement of 
university programs for preparing future 
teachers a priority. The suggestions for 
improvement mainly include areas of teacher 
education programs for which they reported 
being little or only somewhat prepared as 
novice teachers.

Thus, the directions for improving 
these programs are related to placing greater 
focus on developmental psychology for 
working with students, teaching practices 
including methodological approaches, 
classroom and student management, and 
skills in using teaching materials and 
resources planning and implementing a 
competency-based curriculum, and student 
assessment, including both formative and 
summative assessment. For all these areas, 
it is suggested that they be closely linked to 
pedagogical practice, which, according to 
them, should meet the real needs of working 
with students and practicing the teaching 
profession.

After completing their studies and 
beginning work in teaching, novice teachers 
start to reflect on the gaps that remain as a 
result of their university preparation. Novice 
teachers often become disappointed with 
their own practice. At this stage, there is a 
tendency to attribute these shortcomings 
to pre-service teacher education programs 
(Goddard & Foster, 2001). This is also 
reflected in the interviewed teachers in this 
study, particularly in how they address those 
responsible for pre-service teacher education 
programs.

“I think that more methodological 
courses should be included, along with 
pedagogical practice courses of longer 
duration, and training that prepares students 
in the use and application of various 
techniques and methodologies in practice”. 
(m/3)

“The main focus should be on 
teaching practices, including methodological 
approaches, student assessment, classroom 
and student management, and skills in using 
teaching materials and resources, among 
others”. (m/2 and m/9)

“Pedagogical practice should be 
strengthened so that future teachers do not 
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face difficult challenges and situations, 
but are able to integrate pedagogical, 
psychological, and professional aspects with 
a positive climate, effective management, and 
successful outcomes”. (m/8)

“Greater focus should also be placed 
on the curriculum we are being prepared for. 
Some aspects were explained superficially, 
and even when I asked questions, I often did 
not receive answers or the answers were very 
shallow. Professors, together with students, 
should be more creative in carrying out 
various activities, and not everything should 
be covered only through lectures”. (m/1)

Induction Program and Future Support 
for Novice Teachers by Schools
	 This theme reveals that all novice 
teachers express a need for the development 
of an induction program and the initiation of 
its implementation in the process of entering 
the teaching profession. The interviewed 
novice teachers consider it very important 
to change the current practices of how 
schools welcome and support new teachers. 
They view mentoring and guidance at the 
school level from the perspective of defined 
roles and responsibilities, where schools 
are obliged to provide support to all novice 
teachers.

The suggestions for supporting novice 
teachers by schools cover almost all areas 
of practical teaching work. These include 
support in lesson planning, information about 
students and working with them, managing 
situations to cope with initial challenges, 
and assistance in adapting to the school 
environment. The suggestions also extend to 
providing opportunities for novice teachers 
to attend training based on identified needs, 
particularly through monitoring their first 
teaching experiences in real classroom 
settings.

“Mentoring in the initial phase 
should be continuous for every teacher, with 
greater focus on the preparation and delivery 
of the first lessons, as well as on working 
with students to meet their individual needs 
in practice”. (m/10)

“Experienced teachers should not 
only be cooperative with novice teachers and 
support them, but they should also be careful 
not to judge their work”. (m/7)

“Novice teachers should be supported 
in how to design lesson plans, there should 
be more frequent communication with them, 

and they should be given as much assistance 
as possible in managing the various 
situations they may face as beginners”. (m/5)

In the context of focusing on 
supporting teachers during the entry phase 
into the profession, the interviewed teachers 
also express their views on the supportive 
actions that school leaders should take 
toward novice teachers. They emphasize that 
school leaders should be more cooperative 
with new teachers, show patience when 
working with them, provide continuous 
guidance during this phase, motivate them, 
and offer better conditions for the teaching 
process, among others.

“School principals should be 
supportive and helpful to novice teachers, 
especially in helping them adapt to the 
school environment, in lesson planning, and 
in providing information about the students 
in that school” (m/1 and m/12)

“Novice teachers should be included 
by the school in appropriate training that 
is aligned with their needs, identified 
after monitoring several of their teaching 
lessons”. (m/2)

Discussion and Conclusions

	 The development of teachers in 
Kosovo has been one of the priorities of 
education in recent years, reflected in many 
documents and strategic plans. However, 
the regulation of the entry phase into the 
teaching profession (induction) and the 
development of mentoring programs have 
not been successfully achieved. In the 
absence of a structured support program 
for novice teachers, they continue to 
receive unstructured support from schools, 
without proper evaluation of their progress 
in acquiring the competencies required 
for effective teaching. This gap between 
initial preparation and the reality of 
professional practice is widely recognized 
as being directly linked to increased stress, 
professional burnout, and insecurity in 
working with students (Schmidt et al., 2017).

The findings of the study show that 
the challenges and needs of novice teachers 
vary depending on school practices, where 
school principals and experienced teachers 
provide mentoring and guidance, although 
often informal, as well as on opportunities 
for novice teachers to participate in training. 
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Without structured support mechanisms, 
these conditions increase the risk of 
demotivation and early departure from the 
profession (Jenkins et al., 2009).

Novice teachers associate the main 
difficulties in their initial experience with 
a lack of experience and competence in 
lesson planning in relation to curriculum 
requirements, student assessment, managing 
large classes, and developing and using 
digital teaching materials and resources. The 
connection between professional support 
in the pre-service phase and the induction 
phase reflects the institutional culture, 
which, according to Zeichner (2005), can 
serve as both an enabling and a constraining 
environment for teachers’ work (as cited in 
Kaçaniku, 2023).

Among the interviewed teachers, 
mentoring is not explicitly mentioned as a 
form of support provided by principals or 
designated teachers at the school level. In 
schools where a mentoring culture is not 
developed and support practices are not 
established, the reality of novice teachers’ 
work is mainly based on pre-service 
preparation and ad hoc advice or suggestions 
that may come from school principals or 
other teachers. Although the extent to which 
teachers develop themselves is an individual 
matter (Saqipi, 2013), at this stage of career 
development, an induction program is a need 
that should be addressed institutionally.

The orientations for improving 
teacher education programs suggested by 
novice teachers are similar to those identified 
in analyses of pre-service teacher education 
programs in Kosovo (Mehmeti, 2023). 
These include placing greater emphasis on 
developmental psychology for working with 
students, classroom and student management, 
skills in using teaching materials and 
resources, planning and implementing 
competency-based curricula, and student 
assessment, including both formative and 
summative assessment.

All discussions with novice teachers 
and other findings of this study highlight 
the need to introduce and operationalize the 
induction phase within the education system 
in Kosovo. This phase would place teachers 
in a position to reflect on their beliefs and 
practices in light of societal expectations 
(Saqipi, Asunta & Korpinen, 2013). 
According to Ingersoll (2012), induction 
into the profession is an educational 

reform whose time has come, yet it is still 
lacking in the Kosovo context. The absence 
of institutional action in this phase will 
continue to create a gap in teachers’ career 
development.

In conclusion, the reflections of 
novice teachers show that they need personal 
support at the beginning of their professional 
practice, as well as guidance regarding 
school organization and key professional 
aspects related to teaching and learning. 
Therefore, it is important that induction 
programs address three distinct types of 
needs of novice teachers. First, as individuals 
entering a new job for the first time, often in 
an unfamiliar community, they need to find 
ways to receive personal and social support. 
Second, as novice teachers in schools, they 
need to learn “how things are done here” and 
understand the processes of the new context. 
Finally, as new members of an important 
profession, they need to define appropriate 
practices and behaviors expected from a 
professional (Goddard, Buleshkaj, 2018).

This study provides insights into 
various aspects that are expected to influence 
the regulation of the induction phase, the 
design of mentoring programs, and the 
strengthening of support mechanisms for 
implementing a support system for teachers 
entering the profession. The induction phase 
for teachers is an educational reform that 
needs to take place urgently in Kosovo’s 
education system. This view is reinforced 
by Sahlberg (2011, as cited in Saqipi, 2013), 
who argues that real educational change 
occurs when schools flourish at the grassroots 
level through lateral pressure while receiving 
guidance from higher levels of the education 
system. 

Beyond legal provisions in the 
context of education in Kosovo, concrete 
and well-planned actions are needed to 
provide novice teachers with mentoring, 
guidance, additional training, and other 
forms of support to help them adapt to 
teaching practice and the school work culture 
(Mehmeti, Rraci & Bajrami, 2019). The 
system should adopt a teaching-centered 
approach that places teachers in a position 
to reflect on their beliefs and practices in 
light of societal expectations (Saqipi, Asunta 
& Korpinen, 2013). This is strengthened 
through mentoring, guidance, additional 
training, and other forms of support for 
teachers already in the induction phase.
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This study makes a valuable 
contribution by providing empirical evidence 
from the Kosovo context, which remains 
underrepresented in the international 
literature on the induction phase into the 
teaching profession. Specifically, the study 
offers insights into the real experiences of 
novice teachers, the challenges they face in 
adapting to the school work culture, and the 
forms of support they receive in practice.

Furthermore, the study highlights 
the absence of structured induction and 
mentoring programs in schools in Kosovo, 
identifying a clear gap between educational 
policies and actual practices in the field. 
This contribution helps to address gaps 
in the existing literature and provides an 
important foundation for the development 
of educational policies and the design 
of effective support programs for novice 
teachers.

In addition, the findings of this 
study can serve as a starting point for future 
comparative studies and more in-depth 
research on the induction phase in similar 
educational contexts.
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