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Foreword

The important role of a high-quality teaching profession in raising standards and
transforming educational outcomes continues to be emphasised in research and
policy papers nationally and internationally. Research on teacher effectiveness
consistently reports that teachers’ classroom practices have the largest effects on
student learning and achievement (e.g. Leithwood et al., 2018). However, the
question of how to attract qualified candidates into teaching and nurture them to
become great teachers in an intellectually, emotionally and physically challenging
place called ‘school’ (Goodlad, 2004) has been contemplated for many years in
many countries.

Research shows that how teachers feel about their lives and the extent to which
they are satisfied with the quality of their day-to-day experience can have profound
implications for their practices, their retention decisions and perhaps most impor-
tantly, the learning and achievement of their pupils (OECD, 2017; Pyhältö, Soini, &
Pietarinen, 2010). Although much has been written about teacher resilience over the
last decade (Beltman, Mansfield, & Price, 2011; Day & Gu, 2014; Gu & Day, 2007
& 2013; Johnson et al., 2016; Mansfield, Beltman, & Price, 2014; Wosnitza et al.,
2018), rich narratives and systematic knowledge that explicate the important role
that teacher education plays in promoting resilience in early career teachers remain,
surprisingly, scarce.

There are many reasons that we should know more about why teacher resilience
is important, what it means and how universities and schools can work together to
build a bright start for many early career teachers who are ‘called’ to make a
difference.

The most fundamental reason for the ‘why’ has to be the learning entitlements of
every student in every school in every country of the world. Each child has an
entitlement not only to the provision of educational opportunities, but also to be
taught by teachers who, as well as being knowledgeable about curriculum and
pedagogically adept, are constant and persistent in their commitment to encour-
aging their students to learn and achieve and who are themselves demonstrably
passionate about their own learning. On entry, most teachers have a strong sense of
vocation and commitment (Day et al., 2007; OECD, 2016). However, sustaining
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their vocational commitment and resilience over time has been an area of challenge
for policy makers for quite a few decades. Shortage, turnover and attrition are
persisting problems—all of which have a profoundly disruptive and detrimental
impact on pupils’ learning and achievement.

Drawing upon a comprehensive review of national and international literature
and their decade-long empirical research on teacher resilience, Prof. Caroline
Mansfield and her BRiTE (Building Resilience in Teacher Education) project col-
leagues engage us in an insightful and authoritative discussion of how this concept
has evolved over time (i.e. the ‘what’) and how teacher education programmes can
nurture early career teachers in ways that enable them to grow, sustain and renew
their capacities to be resilient.

In many ways, this volume of collections deserves full attention from anyone who
is interested in raising standards and quality in education, and teacher education in
particular. The value of its research-informed and evidence-based approach to
exploring the key meanings of teacher resilience should, first and foremost, be
celebrated. In this volume, the authors connect theories and practices of teacher
resilience in comprehensive and robust ways and demonstrate how various disci-
plinary approaches, traditional cultures and educational contexts and systems shape,
deeply and powerfully, how resilience in teachers is conceptualised over time.

It is no longer new knowledge that teaching is a culturally embedded conception
and practice. We know from research that context matters in education. However, a
deep dive into the existing literature on teacher resilience will probably reveal that it
has told us little about the what (in terms of what the contexts and conditions are) and
importantly, the how (in terms of how the meaning of teacher resilience is applied in
context). It is commendable that the authors in this volume have addressed these
important matters through the systematic synthesis of the research insights,
well-constructed first-hand research and evidence and well-grounded lessons gained
from the first-hand experience of leading two most influential projects in the current
landscape of teacher education in Australia: BRiTE and Staying BRiTE.

As we read the book, we understand that a resilient early career teacher is not a
homogeneous concept. Different schools in different contexts and in different
countries may require their teachers to possess different skills, qualities and capa-
bilities to teach well. What adds further to the complexity of the teaching profession
is that the conception of ‘teach well’ can also mean quite different things to different
teachers. For example, for schools serving socioeconomically disadvantaged
communities, combatting basic dropout and/or disruptive emotional and beha-
vioural issues of pupils is the day-to-day reality. In contrast, managing parental
pressure and expectations can be thorny challenges for teachers whose pupils have
more advantaged backgrounds.

Using narrative stories of real teachers and teacher educators, the authors in this
volume remind us how resilience can be nurtured in early career teachers through
collaborative partnerships between university teacher education programmes and
schools. Through synthesising research and analysing examples from their ownwork,
they invite us to explore deeper into the inner worlds and dynamic work environments
of many early career teachers and make a substantial case for understanding the
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complexity of the reality of teaching in today’s changing times. This scholarly volume
reinforces that building and sustaining the capacity for resilience is more than an
individual responsibility. Promoting and cultivating healthy individual and collective
learning opportunities and cultures are the necessary conditions that enable many
early career teachers to become great teachers in the pursuit of their career-long moral
commitment and fulfil their original call to teach.

Prof. Qing Gu
Director of the UCL Centre
for Educational Leadership

UCL Institute of Education, UK
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Chapter 8
Professional Assessment
and Development Induction Program:
An Application of the BRiTE Project
to the Spanish Context

Gloria Gratacós, Montse Giménez, Juanjo Mena, and Monika Ciesielkiewicz

Abstract Research has highlighted the importance of the first years of teaching as
they have a great impact on teachers’ career longevity. Therefore, inspired by the
BRITE project, we developed the Professional Assessment and Development (PAD)
Induction Program with the objective of helping novice teachers develop resilience
strategies for successfully navigating the difficult situations they may face in their
first years of teaching. The PAD Induction Program also offers training for mentors
in schools to assist them to guide and support new teachers. The program consisted of
online content and activities aimed at encouraging novice teachers to reflect on their
current situation and possibilities for improvement. There were also face-to-face
seminars, distributed throughout the program, as well as specific seminars where
novice teachers and mentors worked together. A total of 112 participants partici-
pated in the PAD program. To assess novice teachers’ resilience and commitment
to teaching, participants were invited to complete the Multidimensional Teacher
Resilience Scale (MTRS) and the Teacher Commitment Scale. Results showed that
the PAD program had helped them in their integration, confidence, and stress control
through the development of teacher resilience dimensions.

Keywords Novice teachers · Teacher resilience · Induction plans ·Mentoring
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8.1 Introduction

In recent years, the demands placed on educational institutions and teachers have
increased considerably (Day and Gu 2007; Mansfield et al. 2016). Teachers are
pressured to improve academic outcomes of their students and to overcome the
shortcomings of family environments, school administrations, and society in general.
They are expected to respond more effectively to social and economic demands and
help transform education, often under conditions of great difficulty. Teachers have to
teach students with very diverse needs and to be up to date on curricular, pedagogical,
evaluation, and digital learning innovations (TALIS 2013). This can be a significant
source of stress for more experienced teachers and even more so for those who
join the teaching profession, who are usually expected to assume almost the same
responsibilities than more experienced teachers causing them “high level of stress,
emotional distress, professional burnout and even attrition” (Leroux 2018 p. 107).

Different studies have found that the attrition rate of teachers is relatively higher
when compared to other professions (Ingersoll and Strong 2011). In case of novice
teachers, lack of well-being can lead to departure from the teaching profession
(Ávalos and Valenzuela 2016; Kessels 2010; Kyriacou 2010). In fact, the attrition
rate of recently graduated teachers is even higher, reaching between 30% and 50% of
teachers leaving the education sector during the first five years (Ingersoll and Strong
2011).

The challenges caused by working conditions (i.e., salary or insufficient resources
in the classroom), classroom characteristics (i.e., excessive ratio or student’s misbe-
havior), or organizational factors of the school environment (i.e., lack of support or
low participation in decisionmaking) may explain some teacher attrition (Stromquist
2018). Moreover, Rots et al. (2007, p. 544) state that “the roots of teacher attri-
tion can be found in initial teaching commitment and the quality of early teaching
experiences.” Commitment to teaching can be understood as a “degree of psycho-
logical attachment to the teaching profession” (Coladarci 1992, p. 323). These
studies confirm the importance of improving the experiences of early career teachers
transitioning to the profession (European Commission 2010).

Induction programs aim to ease the transition into the profession and provide
necessary professional learning for teachers in the early career stages. The term
induction can be conceptualized as “the process of formal assistance for the beginning
teacher” (Greenlee and Dedeugd 2002) consisting of “activities designed to support
new teachers” (OECD 2017). Induction includes “a range of diverse initiatives such
as mentoring, instructional coaching, teaching residency, and school-university part-
nerships” (Paniagua and Sánchez-Martí 2018, p. 31). The fact that induction involves
different activitiesmay explain how these programs vary considerably between coun-
tries (European Commission/EACEA/Eurydice 2018). Strategies dealing with feel-
ings and attitudes are necessary for novice teachers to emerge reinforced from each
challenging situation and to growprofessionally. In this regard, it is crucial that novice
teachers participate in induction programs that allow increased support as they inte-
grate into the classroom and into the school organization (European Commission
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2010; European Commission/EACEA/Eurydice 2018) and undoubtedly, to have the
emotional and personal support necessary for their well-being (Gold 1996, cited in
Kessels 2010).

The research has found significant support on the effectiveness of these programs
in three fundamental aspects: commitment and retention of the teaching staff,
teaching practices, and student performance (Ingersoll and Strong 2011). Addition-
ally, induction programs contribute to the well-being of novice teachers (Kessels
2010), reducing loneliness (Chubbuck et al. 2001), and offering support which is
highly valued by the program’s participants (Kelley 2004), even when it is only
providedonline (DeWert et al. 2003).Among the key elements of inductionprograms,
Ingersoll and Smith (2004) distinguish the most significant forms of support for
novice teachers, such as having a mentor from the same area of knowledge, estab-
lishing common study programs with other teachers of the same subject, maintaining
regular collaboration with other teachers and being part of an external network of
teachers.

Although no data on teacher attrition in Spain is currently available, there is
considerable concern about teacher burnout since research highlights rates higher
than 30% (Aris Redó 2009). Evidence also shows that the number of teachers who
suffer from anxiety in recent years has been increasing (Asociación Nacional de
Profesionales de la Enseñanza 2018).

As in other contexts, novice teachers in Spain find it difficult to respond to the
demands of the classroom and school environment, which can lead to low self-
efficacy, stress, and sometimes burnout (Aris Redó 2009; Leroux 2018; Skaalvick
and Skaalvick 2011). It is also worthwhile to mention other difficulties inherent to
the teaching profession in the Spanish context such as the loss of authority, bullying,
and lack of family involvement (Pedró et al. 2008).

According toBorman andDowling (2008, p. 399), “discovering theways inwhich
pre-service, internship, and professional development experiences can be structured
to help teachers during the crucial first five years is a critical research, policy, and
program development initiative for the future.”

8.2 Teacher Induction in Spain

The Spanish education system is comprised of pre-primary, primary, secondary,
and higher education levels. Basic education is compulsory and tuition-free from
6 to 16 years (6 years in the primary level and 4 years in the lower secondary
education). At the end of the fourth secondary year, students may choose to continue
with secondary education, to enter into university degrees programs, or take a basic
vocational training. Students can attend a public school (67.3%of the total population
of pre-primary, primary, and secondary education), a partially government-funded
independent school (25.9%of the total), or a private school (6.9%of the total) (MECD
2018).
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In the Spanish context, it is necessary to distinguish between the access to the
teaching profession in public schools from the private or partially government-
funded independent schools. In public schools, teachers who pass professional
entrance exams have access to the teaching profession, and usually have specific
training of varied duration and content. These exams cover teacher training, equality,
and prevention of gender violence. The duration of the training is usually no less
than 20 h, although there is a lack of consistency in approaches to induction.
In fact, some communities do not offer any type of training (European Commis-
sion/EACEA/Eurydice 2018). Theoretically, during this first phase of training,
teachers have a teacher–tutor who advises, informs, and guides the novice teacher
in the process of transition into the educational institution and in the performance of
their teaching practice. They can also participate in any classes taught by the mentor
teacher with a frequency that varies in each community. Based on the information
collected, the mentor teacher prepares a report assessing his or her novice teachers’
teaching skills.

Although there is no systematic and consistent data, some institutions in the
private sector develop host programs, or at least, undertake some actions with the
aimof facilitating the integration of novice teachers (e.g., interviewswith the director,
assignment of a fellow tutor). The contents covered have a merely informative char-
acter and serve to convey the mission and character of the educational center, as well
as organizational and operational aspects.

According to the TALIS 2018 report, in Spain, 75% of primary school teachers
and 74% of secondary teachers did not participate in any induction program in their
first school. Only one out of every three schools offer a formal induction program for
novice teachers and no more than 50%were engaged in informal initiation activities.
The activities reported in induction programs and the grade of teachers’ participation
is reported in Table 8.1.

It is interesting to note that the activities below the OECD-30 average offered
in Spain are mainly focused on teacher reflection, whether through interaction with
others (principal, mentor, other teachers) or using activities such as portfolios and/or
work diaries. Reduction of teaching load is very rarely considered in the Spanish
context.

Therefore, it seems important that induction programs include initiatives designed
to increase resilience, since itwould allow teachers to developpersonal characteristics
related to a positive attitude and self-confidence when dealing with a wide range of
changes, pressures, and demands in their daily work as teachers (Kyriacou 2010).

8.3 Induction, Resilience, and Mentoring

The underpinning literature of this study is drawn from the fields of teacher resilience
and early career teacher mentoring. The study aims at easing the transition into
the profession for novice teachers, providing them with the necessary professional
learning through induction programs.
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Table 8.1 Percentage of Primary and Secondary teachers who report being offered the following
activities as a part of a professional initiation program

Primary school Secondary school

In-person courses or seminars 79 68

Courses or seminars online 34 23

Online activities 27 31

Scheduled meetings with the principals and/or experienced
teachers

76a 71a

Monitoring by the director and/or experienced teachers 68a 61a

Networking or collaboration with other novice teachers 50 50

Co-teaching with experienced teachers 67a 40a

Portfolios and work diaries 40a 28a

Reduction of teaching load 11a 9a

General or administrative initiation 26a 36a

aData below the UE-23 y OCDE-30 average
Source Prepared by the authors based on TALIS report (2018)

Teaching experiences at the initial stages have a great impact on the rest of a
career (Day and Gu 2007). Nevertheless, studies on resilience of pre-service and
novice teachers are limited (Morgan 2011; Mansfield et al. 2016). Therefore, it is
crucial to study early career teacher resilience as it is an instrumental and decisive
career phase.

Resilience is described in current literature as a complex, multifaceted, idiosyn-
cratic, and dynamic construct (Beltman et al. 2011; Mansfield et al. 2012). Ungar
(2012) defines resilience as “a set of behaviours over time that reflect the inter-
actions between individuals and their environments, in particular the opportunities
for personal growth that are available and accessible” (p. 14). Moreover, Boldrini
et al. (2018) state that resilience refers to positive and functional adaptation and that
the main indicators are a sense of positive engagement with the profession and a
sense of perceived effectiveness. Day and Gu (2014) oppose limiting resilience to
just bouncing back from adverse and challenging circumstances and emphasize the
importance of developing strategies to sustain teacher commitment and effectiveness
in their daily activities.

Being aware and enhancing protective factors, both individual (personal attributes,
self-efficacy, coping skills, teaching skills, professional reflection and growth, and
self-care) and contextual (school/administrative support, mentor support, support
of peers and colleagues, working with the students, characteristics of pre-service
program, and support of family and friends) can help to develop teacher resilience
(Beltman et al. 2011).Also, several researchers discern various risk factors for teacher
resilience, among which the most frequent are personal risk factors such as negative
feelings, low self-efficacy or self-confidence, difficulty to balance professional and
personal life, low professional competences and abilities, as well as certain environ-
mental risk factors, for example, stress conditions such as heavy workload, difficult
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relationshipswith students or parents (Beltman et al. 2011; Leroux andThéorêt 2014;
Mansfield et al. 2012). Regarding Spain, some additional factors should be added
such as the loss of teachers’ authority not only with parents but also with students as
well as the lack of teacher assistants in the classrooms (Vicente de Vera 2017).

It is important that novice teachers are aware of the protective factors that could
help them develop strategies to enhance their resilience. It may also be useful
to build strategies that take into consideration different dimensions of resilience.
Mansfield et al. (2012) propose a four-dimensional framework of teacher resilience
which is comprised of emotional, motivational, social, and profession-related dimen-
sions of resilience. The emotional dimension focuses on the affective aspects of
teaching, emotion management, taking care of one’s own well-being, and handling
stress. Themotivational dimension encompassesmotivation, enthusiasm, confidence,
persistence, and establishing clear and attainable goals. The social dimension is
comprised of building a support network, strong interpersonal and communica-
tion skills, seeking assistance, and problem-solving. The profession-related dimen-
sion involves various aspects of teaching practice such as preparation, organization,
self-reflection, engagement in student’s learning, and effective teaching skills.

Someeducation programs include professional trainingof novice teacherswith the
help of a mentor chosen from the most experienced teachers (Marcelo García 2009)
as a usefulway of enhancing teaching and learning (Bressman et al. 2018). According
to the data from the TALIS report (2018), only 15% of novice Primary school
teachers and 16%novice Secondary school teachers in Spainwere assigned amentor,
compared to 26% in the OECD average or 34% in the EU average. The majority of
school principals consider that tutoring with teachers (both Primary and Secondary)
helps to improve pedagogical competence, collaboration with teachers, strengthens
professional identity, supports teachers with less experience, and improves overall
student performance. Despite the general perception that mentors are key figures
in induction programs, mentor training is still an under-researched topic. However,
literature clearly highlights the importance of mentor preparation as a priority in the
area of policymaking (TALIS 2018).

8.4 The Intervention Program

Research not only highlights the importance of induction programs that include
activities to support new teachers transition into the profession (TALIS 2018) but
also includes mentoring assistance, as well as the need to develop resilience with
novice teachers in the first years of their teaching experience. These studies drew
our attention and interest to programs developed in different countries that could
be useful for novice teachers in Spain. Therefore, the Professional Assessment and
Development (PAD) Induction Program presented below, originates from the need
to support novice teachers in the beginning of their professional career. The PAD
program offered a complete training with diverse and interconnected training strate-
gies, which allowed flexibility to adapt it to the needs of each novice teacher. It
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also included training for mentors who were willing to help novice teachers in their
educational institutions. The training took into account their professional experience
and offered them new tools and resources. The PAD program is based on the mate-
rials developed by another program called ENhancing Teacher REsilience in Europe
(ENTREE),1 an EU-funded project and the BRITE2 Project, an Australian inter-
university project (see Chap. 3). Both programs aim to develop teachers’ resilience
as a response to the growing demands of rapidly changing school environments.

This Spanish program emerged as an initiative of Villanueva University Center,
later joined by Cardenal Cisneros University Center (CCUC). The objectives of the
program were the following:

• Facilitating the integration of novice teachers in educational institutions.
• Offering support and advice to assist novice teachers in their training and teaching

activities to increase their confidence as teachers.
• Mentoring of novice teachers in their transition to the profession.
• Developing effective learning strategies for the acquisition of skills that can be

transferred to the different areas of personal, social, and professional development.
• Offering resources to teacher’s mentors to help them successfully carry out their

task.

The PAD program began in the 2016–17 academic year and was offered to several
educational institutions with which Villanueva has been collaborating. Potential
participants could have a maximum of two years of teaching experience in those
schools. The program provided online theoretical and practical modules, face-to-
face sessions in which practical cases were worked on in joint groups of novice
teachers and mentors, as well as a face-to-face training for mentors. Thus, the PAD
program was composed of-

a. Seven online modules. The first six modules were adapted from the ENTREE
program and inspired by the BRITE program with the permission of all authors.
We also incorporated a new module on relationship with students’ families since
it is a challenging issue for novice teachers. The seven thematic blocks were

1. Resilience
2. Building relationships
3. Aspects of effective teaching
4. Classroom management skills
5. Emotional well-being
6. Stress management
7. Relationship with students’ families.

The modules contained a theoretical part, as well as self-reflection activities.
These activities were shared with and corrected by university professors who
coordinate the PAD program. Each month participants engaged with a different

1ENTREE (n.d.). Enhancing teacher resilience in Europe. http://www.entree-online.eu/. Accessed
25 November 2018. See: Silva et al. (2018).
2BRITE (n.d.). Building resilience in teacher education. http://www.entree-online.eu/. Accessed
25 November 2018. See: Beltman et al. (2018).

http://entree-project.eu/en/
https://www.brite.edu.au/
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module, and a face-to-face meeting was held to carry out a series of practical
activities, such as cases, workshops, role-plays, and simulations. The participants
were organized into heterogenous groups that included teachers and mentors
from different schools. Sharing their experiences and concerns in these groups
was considered a great asset for the program participants.

b. In-person training for mentors who would be assisting novice teachers. An advi-
sory board was created to support the mentors. It consisted of four university
professors who were experts in practicum and three professors from different
educational institutions who were chosen from among the best practicum tutors
who regularly collaborate with Villanueva University Center. They advised on
the design of a series of semi-structured interviews, and a series of training semi-
nars was designed and taught throughout the whole school year with a total of
24 h training. The contents were:

Resilience and Wellbeing. The goal was to train teachers to overcome adver-
sity, emerge strengthened, believe in oneself and, consequently, increase
protective factors.
Intelligent communication. The goal was for participants to become more
assertive, and for mentors to use coaching tools for constructive feedback.

Participants committed to complete the online course with all the required activities
and to attend in-person sessions held every month. They also committed to two
interviews with a mentor during the course period. Their mentor also observed their
teaching and provided constructive feedback.

8.5 Method

A total of 112 novice teachers participated in the PAD program, 73 females (65.2%)
and 39males (34.8%). Participants taught in four educational levels: 20 (17.9%)were
in early childhood education; 48 (42.9%) in Elementary Education; 55 (49.1%) in
Lower Secondary school; and 11 (9.8%) in Upper Secondary school. Ethics permis-
sion for the study was granted by Villanueva University and all participants were
volunteers.

In order to assess novice teachers’ resilience and commitment to teaching, partic-
ipants were invited to complete the Multidimensional Teacher Resilience Scale
(MTRS) and the Teacher Commitment Scale before starting the program, providing
theman online link to the questionnaire. Both scales are part of theTeacherResilience
Self-Reflection (TRSR) questionnaire developed and empirically tested byWosnitza
et al. (2018). The MTRS consists of 26 items that assess the four dimensions of
teacher resilience (Mansfield et al. 2012): (a) Professional (4 items; e.g., I am well
organized inmy schoolwork); (b)Motivational (12 items; e.g.,When Imakemistakes
at school, I see these as learning opportunities); (c) Social (4 items; e.g., When I am
unsure of something I seek help from colleagues); and (d) Emotional (4 items; e.g.,
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When something goes wrong at school, I don’t take it too personally). The Teacher
Commitment is a 5-item scale (e.g., “I feel pleased that I decided to be a teacher”).
Both of them use a Likert scale from 1 (strongly disagree) to 5 (strongly agree).

At the end of the program, participants were invited to answer an online question-
naire where they could evaluate their satisfaction with the program (5-point Likert
scale) as well as provide comments about the usefulness of the induction program
and how it had helped their integration, confidence, and stress management.

8.6 Results

8.6.1 Novice Teachers’ Resilience and Commitment
to Teaching

All the participants of the PAD program implemented the MTRS and Teacher
Commitment questionnaires. Main results of both questionnaires are shown in
Table 8.2.

Themean scores in all scales are around 4 (out of 5), with the exception of commit-
ment, with a mean that is close to the maximum (4.705). The emotional dimension
had the lowest mean score. The Standard Deviations (SD) are low, indicating that
there is little variability within the sample.

The statistical relationship between teacher resilience and commitment was tested
as shown in Table 8.3. Commitment, understood as the capacity of dedicating time
and effort for the profession, can be a relevant aspect for teachers to better cope with
the profession. As explained above, resilience was divided into four dimensions: (a)
professional; (b) emotional; (c) motivational; and (d) social.

Results show that teacher commitment is significantly related with the profes-
sional dimension of teacher resilience (r = 0.252; p = 0.005) which focuses on
self-reflection in their teaching practice. The same applies to the social aspects of

Table 8.2 Descriptive statistics and reliability of the TRSR questionnaire: resilience dimensions
and commitment

Minimum Maximum Mean Std. deviation Variance Cronbach alpha

TR PROF 3.00 5.00 4.41 0.458 0.210 0.651

TR EMOT 2.75 5.00 4.08 0.531 0.283 0.616

TR MOT 3.42 5.00 4.38 0.372 0.139 0.815

TR SOC 3.17 5.00 4.25 0.464 0.216 0.781

COMMITMENT 3.00 5.00 4.70 0.461 0.213 0.856

TR PROF: Teacher Resilience. Professional dimension
TR EMOT: Teacher Resilience. Emotional dimension
TR MOT: Teacher Resilience. Motivational dimension
TR SOC: Teacher Resilience. Social dimension
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Table 8.3 Pearson correlation scores on the TRSR questionnaire resilience dimensions and
commitment

TR_PROF TR_EMOT TR_MOT TR_SOC COMMIT

TR_PROF 1 0.605 0.653 0.574 0.252

0.000 0.000 0.000 0.005

TR_EMOT 1 0.536 0.544 0.165

0.000 0.000 0.068

TR_MOT 1 0.744 0.305

0.000 0.001

TR_SOC 1 0.179

0.048

COMMIT 1

Correlation is significant at the 0.01 level (2-tailed)

resilience, when coping with colleagues’ interactions at the school (r = 0.179; p
= 0.048). Moreover, commitment strongly correlates with the motivational level of
resilience (r = 0.305; p = 0.001), but it is not significantly linked to the emotional
side (r = 0.165; p = 0.068).

8.6.2 Participants’ Satisfaction with the PAD Program

At the end of the program, 70% of the total of the participants completed the satis-
faction questionnaire. The average degree of satisfaction of the modules was as
follows:

• Satisfaction with the contents: 3.97
• Satisfaction with the face-to-face seminars: 3.98
• Satisfaction with the mentor: 4.49.

Participants were also invited to provide comments about the mentoring process
such as the usefulness of the interviews with their mentors, the classroom observa-
tions, and the feedback from them as well as the utility of the contents and activities
they had worked.

Regarding the program content, novice teachers remarked on the opportunity to
reflect on their own performance. They also pointed out the practical nature of the
program. They valued very positively certain activities, such as feedback from class
observations, the diary in which they registered emotions, simulations, and case
studies.

• “The face-to-face sessions have been very motivating since they lead to sharing
experiences among all the teachers who participated in the program. This helps to
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establish relationships between the previous PAD sessions and their application
in the classroom.”

Regardingmentoring, the PADparticipants valued positively the support provided
by mentors:

• “It helped me get positive feedback and critically analyze my way of teaching
classes. I outlined those aspects that I had to polish and set a series of objectives
to meet.”

The frequency of meetings was very diverse depending on the availability of the
mentor and conducted with different strategies, such as interviews or feedback on
class observations in person or recorded which took place in 81% of cases.

Ninety-one percent of the respondents expressed that they would recommend the
PAD program to other novice teachers and even to those with more professional
experience since it allows for continued learning and improved relationships with
other professionals.

• “Yes. I would recommend it to all teachers since it addresses very current topics
in Education. In addition, it fosters opening to other perspectives and promotes
reflection, which I consider fundamental to improve our teaching.”

In order to assess the degree of integration and well-being of the participants, the
following questions were asked: (1) To what extent has the PAD program helped
you to be more integrated in the school? (2) To what extent has the PAD program
helped you to be more confident as a novice teacher? (3) To what extent has the PAD
program contributed to increase or decrease your stress as a novice teacher?

The first analysis was regarding whether the PAD program had or not helped
with those three aspects. Results showed that 77% reported that the program had
helped them in their degree of integration in the school. From the participants that
reported the program not to be of any help (23%), 70% stated that they were already
integrated in the school since it was their second year working there, or they were
school alumni. Eighty-six percent reported that the PAD program had helped them
to be more confident as a teacher, and 79% reported that the program had helped
them manage their stress.

The open-ended questions were initially inductively and independently manually
coded by two researchers (one from each institution). The results were compared
for consistency, and the analysis was refined going back to the research framework
on protective factors and teacher resilience dimensions in order to clearly define
and combine the codes. Categories and frequency counts were organized within and
across each group’s set of responses. The analysis of these responses was used to
establish the aspects that participants highlighted when reporting on how the PAD
program had helped them with their integration, confidence, and stress control as
described in Table 8.4.

Results in Table 8.4 show how the PAD program helped novice teachers’ integra-
tion in the school through strategies focused on the social and professional teacher
resilience dimensions. Professional, social, and motivational dimensions were found
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to be critical in enhancing their confidence as teachers. Professional and emotional
dimensions were reported to be more useful to manage stress among the novice
teachers.

8.7 Discussion and Conclusions

The purpose of this chapter was to describe the PAD Induction Program based on the
work of the ENTRÉE and BRITE programs that are aimed at developing resilience
in new teachers, with the support of mentors as a unique aspect of the program and
assess the possible influence of resilience on teacher commitment. The PAD program
also comprises many of the activities highlighted by the TALIS report (2018) such
as in-person courses or seminars, courses and activities online, scheduled meetings
with experienced teachers (mentors), networking with other novice teachers, port-
folios, and work diaries. It also includes school–university partnerships to assist
novice teachers. In sum, it is a holistic program that focuses on the novice teachers’
well-being and stresses the importance of protective factors for the development of
teacher resilience such as support seeking, social links, motivational and emotional
development, and professional reflection.

Results from the participants’ responses showed that the PAD program had helped
them in their integration, confidence, and stress control through the development of
personal and contextual protective factors as well as teacher resilience dimensions.
They especially highlighted the chance to reflect on critical situations, recognizing
both progress and mistakes that needed correction, as well as to experience working
collaborativelywith other teachers, which according toAvalos andValenzuela (2016)
seem to protect novice teachers from frustration, excessive stress, and lack of capacity
to search for solutions. Novice teachers also appreciated the tools and resources
provided to enhance their teaching and coping skills. It is interesting to pinpoint how
different teacher resilience dimensions interact with the PAD program’s objectives.

The results of this study indicate that professional, social, andmotivational dimen-
sions of teacher resilience are significantly correlated with commitment. Being a
correlational study, causality cannot be inferred. Nevertheless, results support the
idea that resilience could be a possible indicator of commitment to the profession
(Gu andDay 2013; Tait 2008). Therefore, taking into account resilience development
in Teacher Education programs and induction plans could be helpful in addressing
teacher retention. Also mentoring could play an important role in the early teaching
career to enhance teacher resilience.Moreover, it seems necessary towork on the four
dimensions of teacher resilience in order to promote novice teachers’ school inte-
gration, confidence, stress control and, as a result of these, commitment. Providing
opportunities for teachers’ collaborative work, professional reflection, and making
them aware of their crucial and unique role in education could be determining factors
in teacher retention.

Some limitations of the study are its small sample size (112 participants) and
limited generalizability beyond the Spanish context. The fact that qualitative datawas
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based on open-ended question evaluationmight also be limiting. For further research,
it would be useful to include interviews in order to better understand the process
and impact of induction on their resilience competences development. Additionally,
it would be interesting to collect data on MTRS and Teacher Commitment scales
after the program and analyze the differences to evaluate the PAD program; as well
as to explore whether the frequency of meetings with mentors influences in some
way novice teachers’ degree of integration in and/or satisfaction with the teaching
experience. Since the PAD program offers resources to teacher’s mentors, it would be
of interest to include mentors’ evaluation of the program and program’s mentoring
resources. Given the complexity of the dimensions under study in novice teacher
resilience, future lines of research could also examine not only including them in
induction plans and describing the relations between them, but also unlocking the
intermediate variables that mediate in the professional identity construction at early
stages of their teaching career.
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