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ABSTRACT
This study consists of an investigation into the experiences of new
teachers in primary education in the province of León, during their
initiation into teaching. The objective was to explore how they experience this stage, and to recognize the training needs that exist
along with the degree of motivation and satisfaction expressed with
the measures designed for integration into teaching. The methodology used is descriptive and interpretive, ex-post-facto oriented
towards a search for improvement.
Research finding reveals the existence of significant gaps in initial
teacher training that bears a negative influence on the subsequent
professional development of the teachers involved. In this sense,
the training programs designed for teachers who are initiating their
career, although valued positively by both novices and experienced
teachers; do not overcome their initial shortcomings.
Despite the difficulties, however, new teachers show a general feeling of satisfaction with the stage in which they initiate their teaching.
KEYWORDS: PRESERVICE TEACHER EDUCATION, INSERVICE TEACHER EDUCATION, TEACHER EDUCATION, PRIMARY TEACHER EDUCATION

1

INTRODUCTION

The integration of the Spanish university system into the EHEA
has had a positive effect on the extension of the initial training
of future teachers. In this context, it is necessary to develop the
skills that enable future teachers to train their students through
active methodologies that favour a proper balance between skills,
knowledge, values and attitudes (Zaragoza, Generelo, & Julián,
*To whom correspondence should be addressed:
Department of General and Specific Didactics and Educational Theory.
Office 138. Faculty of Education. University of León
24071 León (Spain)

2008). The aim is for them to possess the skills, knowledge and
abilities necessary in order to initiate their career in teaching and
successfully perform their work in any situation that they may
encounter.
This connection between initial training and initiation into teaching is critical in order to minimize the risks associated with the
famous “reality shock” (Veenman, 1984), which is suffered by
most new teachers when the ideals regarding the teaching profession acquired during their period of instruction are confronted
with the educational reality that they find when they begin to actually work within the teaching profession. These changes in the
perceptions and ideals of the teacher during her or his initiation
to teaching are the axis on which we will coordinate the development of this piece of research, with the intention of finding out
how the novice teacher experiences her or his work on coming
face to face with and reflecting on the educational reality found
in the classroom.

1.1

Introduction to teaching: Programs for the
introduction into teaching

The initiation into teaching has been defined by various authors,
(Feiman-Nemser, 2012; Imbernón, 1994a, 1994b, 2007; Marcelo
2009; Vonk, 1996), as the intermediate period between the initial and continuing teachers training. It “deserve some undivided
attention” (Luft, 2007, p. 532), because for some teachers this
period is fraught with difficulties (Henry, Bastian, & Fortaner,
2011; Saka, Southerlands, Kittleson, & Hutner, 2013) as discipline, classroom management, contradictions between theory and
practise, etc. (Saka et al., 2013). Counterbalancing the difficulties
of this period should be personally and professionally fulfilling
(Skilbeck & Connell, 2003), offer targeted professional learning
(Corbell, Osbourne, & Rieman, 2010), offer constructive feedback and support (Cuddapah & Burtin, 2012; Harris, Jenz, &
Baldwin, 2005; Kidd, Brown, & Fitzallen, 2015; Zepeda & Ma-
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yers, 2001) and provide support from mentor teachers (Huling,
Resta, & Yeargain, 2012).
At this moment teachers perform a hard relearning in order to
face and reflect the reality of classroom teaching practice, launching the lessons that have been acquired during their initial
training: “is generally seen as a structured support programme
for qualified first-time teachers” (EACEA/Eurydice, 2015, p. 42).
During this phase, these teachers carry the tasks as experienced
teachers and are remunerated for their work (Darling-Hammond,
2010; EACEA/Eurydice, 2015; Hudson, 2012; Le Maistre &
Paré, 2010).
The profusion of research in this field (Darling-Hammond &
Bransford, 2005; Feiman Nemser, 2001) has led to the emergence of a focus of study around teaching programs for insertion
according to Gold (1996), to help the teacher to advance their
professional teacher development, because there is knowledge
and there are skills that the new teachers can only learn on the job
(Curry, Webb, & Latham, 2016; Feiman-Nemser, 2003).
Induction programs differ in their basic components (Bartlett &
Johnson, 2010; Ingersoll, 2006; Smith & Ingersoll, 2004; Villani, 2009; Wechsler et al., 2012). These can include participation
in seminars, orientation, mentoring, professional network, peer
collaboration, reduce workload, professional development, etc.
(Hunter, 2016; Ingersoll, 2006, 2012). The most successful induction programs, which include multiple components, are formal,
structured and planned. (Bickmore & Bickmore, 2010; Bickmore & Curry, 2013; EACEA/Eurydice, 2013; Smith & Ingersoll,
2004).
Howe (2006) emphasizes that helping new teachers with teaching or mentoring, appears to be a preferred support mechanism.
However, Hobson, Ashby, Malderez and Tomlinson (2009),
points out that to achieve quality tutoring, it takes a careful selection of mentors; these figures are responsible for the counselling
of novice teachers through their experience (Nasser-Abu Ahija &
Fresko, 2010; Sundli, 2007). The role of the mentor is not always
used in the same way or with the same purpose depending on
countries or educational system (Kemmis, Heikkinen, Fransson,
Aspfors, & Edwards-Groves, 2014). However, Jonson (2002, p.
9) describes the qualities which should have an effective mentor:
(a) being a skilled teacher; (b) being able to transmit effective teaching strategies; (c) having a thorough
command of the curriculum being taught; (d) being able
to communicate openly with the beginning teacher; (e)
being a good listener; (f) being sensitive to the needs of
the beginning teacher; (g) understanding that teachers
may be effective using a variety of styles; and (h) not
being overly judgmental.
We ought not to forget that mentoring can have limitations if
not used properly, for example, new teachers can receive little or
no support (Wong, 2004).
In Europe, the presence of these programs varies because there
are differences in training programs, in access to education and
even in relation to permanent training, and different ways are
encountered which attempt to address the difficulties which new
teachers come across. Figure 1 attempt to show a synthesis of the
current situation in Europe based on the document entitled Key
figures of teachers and management of schools in Spain (EACEA/
Eurydice, 2013).
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Figure 1. Presence induction programs into teaching in Europe.

According to Figure 1 almost European countries, Spain included, do not have a state system of initiation into the teaching
profession. However, they have other measures intended to facilitate the transit of novice teachers in their induction period to
teaching, of which the most widespread is the tutoring (Eurydice,
2002; EACEA/Eurydice, 2013).
In Spain the organization of the first year of work for teachers is
the responsibility of the Autonomous Communities in accordance
with Article 30 of Royal Decree 276/2007, of 23 February (BOE,
2007), and among existing aids we are regular to discuss progress
and problems encountered meetings, assisting in the planning and
evaluation of classes, tutoring, participation in the classes of other
teachers, or classroom observation, required special training and
visits to other schools or resource centers (EACEA/Eurydice,
2013).
In the case of the province of Leon, in the Resolution of April 2,
2013, the Deputy Ministry for Public Service and Modernization
(BOCYL, 2013a), it is stated that those candidates who have passed the selection process of competition should make a period of
supervised practice as part of their selection process and intended
to check their suitability for teaching.
During this period of six months, teacher trainees must engage in training and integration organized by the rating committee,
which consist of:
The qualifying committee will be responsible for evaluating the
teacher trainee at the end of the process and to appoint tutor, in
charge of overseeing the teacher trainees, proposed by the director
from among those teachers with at least five years of service in
a career, special dedication and efficiency in their professional
work and they will be enabled in the specialty in which the applicant develops practices.
The tutor must advise and inform trainee teacher about the
school plan, organization and functioning of both the school and
its governing bodies, participation and coordination of teaching
and educational programming.
In addition, you can attend classes imparted by the trainees teachers, allow them to attend classes and, as stated in Article 101
of the Organic Law of Education, and will have to share responsibility of the programming of teaching students with the novice
master.
Once the trial period has ended, the agency commission must
evaluate teachers in practice according to the reports issued by the
tutor, the director (Table 1), or where appropriate, the inspector
in charge of the center, responsible for training activities, and the
capacity of memorazing of the probationer.
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In addition, the teacher trainees conduct a final report assessing
their internship in matters relating to teaching-learning process,
participation in collegiate and educational coordination bodies, in
the center activities and in the coaching and mentoring centers.
Table 1. Indicators of teacher evaluation in practice (BOCYL, 2013b)
Indicators report for teacher
tutor

Code

1. Application of appropriate
educational programming

1. Personal schedule Compliance

2. Adaptation of programming to
students

2. Participation in school activities

3. Development of appropriate
methodological strategies

3. Participation in the activities
of the faculty and the educational
community

4. Model development and ongoing formative assessment

4. Ability to relationship and
communication with students and
families

5.Participation in team activities
or equipment cycle or the relevant
department
6. Attention to diversity

As can be seen, despite not having concrete and specific training measures for the new faculty, we try to meet the needs of
teachers through different supports, according to Esteve (2006)
and Montero (2006), in their comments on the Eurydice report
(2004) and the OECD (2005) indicate that the support offered in
Spain is little more than a bureaucratic procedure with no real use
for solving the real difficulties faced by teachers. As such they
coincide with Eirín, García and Montero (2009), in stating that
Spain does not have a state program for the initiation into teaching
to meet the needs of new teachers, as can be seen from data collected in international reports such as Eurydice (2004, 2012) or
the report produced by the OECD (2005).

1.2

The present study

With this context as a starting point, and aware of the relevance of
the introduction into teaching for teaching professionals, as well
as the importance of the experiences which these professionals
undergo during their first period of work within the profession,
we have designed a research activity which enables us to analyze
the real situation as experienced by teachers of Primary Education
within the Province of León, articulated around the following general objectives:
• To understand and explain how Primary Education teachers
undergo their first teaching experiences.
And with the following specific objectives:
• To establish which are the training needs as expressed by
novice teachers in the exercise of their profession.
• To analyze if there are differences in the perception of training needs based on teaching experience.
• To collect information on motivation levels, the measures
developed to assist new teachers during their induction into
teaching and the satisfaction felt by new teachers in relation
to these measures.

• To determine the perceptions and experiences as made
known by Primary teachers during their first years of teaching.

2

METHOD

The research is framed within a non-experimental methodology
(Latorre, del Rincón, & Arnal, 2005), and specifically within the
so-called ex-post-facto methodology (Colás, Buendía, & Hernández, 2009; Latorre et al., 2005), with a descriptive orientation and
search for improvement. A questionnaire was chosen as the means
of gathering information, this is justified by the fact that our work
is carried out on situations, which arise, and that we describe what
occurs, with no direct intervention over such situations. The data
was collected on-line and hard copy questionnaires.
After revising, organizing and entering all the data, we proceeded to perform statistical analysis using statistical methods such
as frequency, mean, a correlation coefficient test, and crosstabs
Pearson chi-square test with SPSS 15 software.

2.1

Instrument

As stated above, for the collection of information we used a
questionnaire. The construction of the questionnaire on the introduction into teaching started with a review of the tools used in
other studies on the experiences of teachers during their induction
into teaching (Cardona, 2008; Esteve, 1997; Jordell, 1985; Marcelo, 1991; Veenman, 1984). We found that most of these did not
meet research expectations, as they consisted largely of studies
related to the challenges and difficulties present in the early stages
of teaching, and for this reason, we decided to construct an ad
hoc tool.
We therefore developed a first version of the questionnaire
using as a point of reference the main contributions derived from
the theoretical foundations of the work, creating a tool composed
of 63 items. These referring to demographic items, to the level
of competence acquired in initial training in order to meet the
demands of actual teaching and also with reference to the degree
of satisfaction with the experiences, as well as the aid received
during the practice phase, and the professional development of
the teacher.
The justification of the questionnaire first underwent an analysis
with regards to the validity of the content as a means of collecting
the scope of the construct and its dimensions.
The validity of the content of the questionnaire was supported by the theoretical framework and the judgment of experts and
consisted of evaluating the items initially proposed in relation to
their pertinence, importance and uniqueness. Using the answers
given by the experts, we proceeded to either get rid of or to retain
items, using as elimination criteria all those which did not receive a mark of 3 in the importance section from at least 3 out of 5
experts, and which were neither unique nor pertinent for at least
3 out of the 5 experts. In this way the initial questionnaire was
reduced to 51 items with five response options (1 = Do not know /
No answer 2 = None; 3 = Little, 4 = Quiet a lot, 5 = A lot), which
once again were submitted to a test of approval by experts, all of
whom agreed with the use of this system.
With this structure we carried out a measurement of reliability, seeking consistency and accuracy. With this in mind we
used Cronbach’s Alpha and Guttmann’s Two Halves methods.
In Cronbach’s Alpha we obtained a coefficient of 0.865, which
justifies the conclusion that there is a high correlation, because
as Bisquerra (1987) indicates, the values of Cronbach’s Alpha are
acceptable from 0.70, considered to be good from 0, 80 and ex105
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cellent when they exceed 0.90. In Guttmann’s Two Halves we
obtained a validity coefficient of 0.887 in the first half and 0.740
in the second. These results show us that we are in possession of
a tool with a high level of reliability.

2.2

Participants

Our reference population consists of the total number of novice
teachers (with less than 4 years of teaching experience) in the province of León in 2011 totalling to 502 teachers, according to data
provided by the Provincial Department of Education of León.
From this population and through a stratified proportional
probability sample with a confidence level of 95.5% (2σ) and a
margin of error of plus/minus 5, the research sample was com-posed of 64 elements, from which we obtained data from 63 subjects,
representing 98.5% of the total sample designed.
We thought it worthwhile to compare the data of novice teachers with that of experienced teachers (over 4 years teach-ing
experience), in order to see if accumulated experience affects the
perception of the first teaching experiences. Thus, starting from
an initial sample of 63 elements, we obtained a production sample
of 60 subjects, representing 95.2% of the total sample of experienced teachers.
Information was collected from the novice teachers by personally giving out the questionnaires to the participants in a Teacher
Training Course during the practice period in November 2011.
We also drew up an online version of the questionnaire in order
to allow teachers from the province of León who had earlier been
contacted by email to submit their answers.
Once we had the sample of novice teachers, we sent (by post
or email) the questionnaire to experienced Primary teachers in the
province of León until a sample similar to that of new teachers
was obtained. Despite the high sample mortality obtained under
this technique, as indicated by García Llamas, González Galán
and Ballesteros Velásquez (2001), we believe this to be the most
appropriate form to develop this research under the circumstances.
For the preparation of the data, we followed the classic outline
developed by García Llamas et al. (2001), by which the data is
treated and organized in order to be transformed and interpreted.

3

RESULTS

123 teachers participated in this study, of which 51.3% were new
teachers (63 subjects) and 48.7% experienced teachers (60 subjects). In terms of gender, most, 75.7% are women. In both groups
there is a greater presence of women (49 new teachers and 44
experienced teachers).
According to the time frameworks used in the sample 52.9%
of the teachers surveyed are aged between 31 and 40. In addition,
the majority of both the novice (52.4%) and the expert teachers
(66.6%) develop their work in rural public schools.

3.1

Level of preparation acquired with which to face
daily teaching activity

One of the issues we have attempted to deal with in this piece
of work is the level of preparation that teachers consider to have
received during their initial training period to enable them to face
their first teaching experiences. For this reason we have imagined
a series of different situations (within the academic, educational,
organizational and material areas, and within the areas of information technology and communication and of special education)
in order to learn in which areas they believe they have received
more extensive training. Similarly, we also wish to discover the
106

areas in which these teachers have found to be more difficult due
to they did not have a great training.
On an academic level, the new teachers considered that they
had received sufficient training to face all of the situations given,
with the exception of “motivating the students in class” (52.4%
of the responses grouped in the options of Nothing and Little).
They state that the best training they have received is in aspects
related to “Mastering the various subjects that I teach” (61.9%,
grouped in the response options Quite a lot and A lot). On the
other hand, the results of experienced teachers do not show large
differences from those of novice teachers, claiming to have received good training to deal with the academic situations raised
except those related to “motivating students in the classroom”
(53.3 %). They do, however, believe that the best training they
have received is that related to “Using different ways of assessing
students” (61.7%), instead of the option which was given by the
new teachers.
With regards to the area of education, the new teachers consider that they have received good preparation for dealing with the
different situations described in the questionnaire, highlighting
those related to “Encouraging student participation in class activities” (79.4%), so it follows that these factors have not presented
any difficulty to the teachers in their work. In contrast, the views
of experienced teachers are different given that around 53.3%
believe that they have not received adequate training for “Encouraging a positive learning climate in the classroom.”
Regarding the initial training on organizational situations
shown in the questionnaire, new teachers consider that they have
received good preparation only in “Managing time to prepare lessons” (50.8%), while 79.4% of the sample state that they lacked
good initial training for “Facing the heavy workload.” The opinions of experienced teachers differ in this respect, and 58.3%
state that they have received adequate initial training for “Organizing the work in the classroom”, with the task of “Performing
bureaucratic tasks” (80%) that which they believe they have received less satisfactory training.
In relation to what we have termed the social area, 54% of new
teachers believe they have received a good preparation for “Creating a positive environment through respectful relationships with
students”, however over 80% of the respondents comment on
their lack of training for “Interacting with management” (82.5%).
The experienced teachers agree that they have only received good
training for “Creating a positive environment through respectful
relationships with students” (65%), while 78.3% of experienced
teachers believe the weakest point of their training was that of
“liaising with the parents.”
Within the area of information technology and communication,
as in the organizational and social areas, novice teachers consider
that they have only received adequate training in “Selecting the right materials for the development of the subject” (53.9%), which
is supported by 55% of the experienced teachers surveyed. On
the contrary, while the new teachers claim that the largest training
gaps in this area are related to “Mastering different teaching methods” (53.3%), the experienced subjects believe the main area of
deficit here is in the area of the “Use of Information Technologies
and Communication in the classroom “(56.6%).
Finally, in the area of Special Education 63.5% of new teachers
consider that they have received good training for “Adapting
teaching to individual differences”; an aspect which was corroborated by 55% of the experienced teachers. Both groups of teachers
consider that they have received training which they believe to be
deficient for “Detecting students with Special Educational Needs”
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(57.2% of the novice subjects and 53.3% of the experienced teachers).
In Table 2 we summarize the answers which both novice and
experienced teachers have given about their perceptions of their
initial training concluding that novice teachers believe they have
had a good preparation for their initial training for “Encouraging
student participation in the activities class “(79.4%),” Adapting
teaching to individual differences “(63.5%) and” Mastering the
various subjects that I teach “(61.9%), while experienced teachers
say that the best initial training received is in “Using different
ways of assessing students” (61.7%), “Encouraging student parti-

cipation in class activities” (63.3%) and “Organizing work in the
classroom “(58%).
Similarly, and in view of the data shown in Table 3, we find
that novice teachers perceive that during their initial training they
have experienced shortcomings in aspects related to the ability to
“Liaise with management” (82.5%), “Coping with an excessive
workload “(77.7%) and “Facing problems with particular students
“(73%). In contrast, the perception of the experienced teachers
revealed deficiencies in the initial training especially in “Performing bureaucratic tasks” (80%), “Relationship with parents”
(78.3%), and in “liaising with the management team” (76.6%).

Table 2. Summary of the situations in which teachers have received a greater level of training. Source: Authors
3+4

Greater level of training for new teachers

Greater level of training for experienced teachers

3+4

1. Encourage student participation in class activities

79.4%

1. Use different ways to assess students

61.7%

2. Adapting teaching to individual differences

63.5%

2. Encourage student participation in classroom
activities

63.3%

3. Master the different subjects that I teach

61.9%

3. Organize the work in the classroom

58%

4. Use different ways in order to assess students
Understand the causes that facilitate or hinder student learning

57.2%

4. Select the content that I teach
Select appropriate materials for the development of
the material

55%

5. Promote a positive learning climate in the classroom
Adapt the content of subjects to the particular conditions of the class and
the specific needs of each student

55.6%

5. Determine the level of student learning
Adapt the content of subjects to the particular conditions of the class and the specific needs of each student

53,4%

Table 3. Summary of the situations in which teachers have received a worst level of training. Source: Authors
Less preparation beginners

3+4

Less preparation experienced teachers

3+4

1. Liaising with the management team

82.5%

1. Performing bureaucratic tasks

80%

2. Coping with an excessive workload

77.7%

2. Relationship with parents

78.3%

3. Facing problems with particular students

73%

3. Liaising with the management team

76.6%

4. Performing bureaucratic tasks interacting with other teachers in the school

71.5%

4. Coping with an excessive workload

75%

5. Relationship with parents

66.7%

5. Interacting with other colleagues in the school

71.7%

6. Maintaining discipline in the classroom

65.1%

6. Managing time for preparation of classes

70%

7. Knowing the student satisfaction with teaching

60.3%

7. Facing problems with particular students

65%

8. Detect special educational needs students

57.2%

8. Engaging in the decision-making process at school level

61.7%

9. Engage in the decision-making process at school level
mastering different teaching methods

54%

9. Maintaining discipline in the classroom

58%

52,3%

10. Knowing the student satisfaction with teaching
Use Information and Communications Technology in the
classroom

56,7%

50,8%

11. Mastering different teaching methods
Motivate students in class
Encouraging a positive learning atmosphere in the classroom
Detect special educational needs students

53,3%

10. Motivate students in class

11. Organize the work in the classroom
Use Information and Communications Technology in the
classroom
Treat students in a differentiated and individualized way
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3.2

Evaluation of the early years of teaching
experience

More than half of all new teachers (61.9% by adding the percentages of Good and Excellent options, from now on in the data
referred to) say they are satisfied with the experience gained during the first year of teaching practice. This percentage rises to
65% in the case of experienced teachers. However, we cannot
forget that 27% of new teachers have stated that their degree of
motivation is Very Poor. The data also indicated that 57% of new
teachers and 66.7% of experienced teaching staff say they are satisfied with the degree to which they have met the expectations
they had before starting work as teachers.
When asked about their integration into the school in which
they began to work as teachers, we observe that only 58.7% of
new teachers rated their arrival at the school positively, compared
to 73.3% of the experienced teachers. Similarly, 55.5% of new
teachers and 68.4% of experienced staff feel that their teaching
has been positively valued by the other members of the educational community, while 12.7% of the new teachers and 3.3% of the
experienced ones believe that the educational community valued
their work in a negative way.
More than half of the teachers surveyed, 53.9% of beginners
and 63.4% of experienced teachers say they are satisfied with
their teacher training, although in the case of new teachers we
find a significant percentage, 23%, who believe that their teacher
training up to that moment has been very poor.
Finally, when asked if they are satisfied with the work they
have carried out, 61.9% of the novice teachers believe that they
are, but we must keep in mind that 22.2% of them considered
themselves to be highly dissatisfied with their teaching. However,
in the case of experienced teachers, we can see that 76.6% of these claim to be satisfied with the work carried out during the years
in which they have been teaching, and it is important to note that
more than half, 53.3%, replied that they had experienced a high
level of satisfaction.

3.3

Training activities and their assessment

With respect to the training activities undertaken by new teachers
when they start out in teaching, we see that 50.8% of them have
attended “training courses” and 17.5% received “advice”.
Regarding TALIS (OECD, 2014), it is interesting that in
Norway and Spain, the difference in participation rates is in favour of less-experienced teachers, who seem to be more active
in professional development activities than are more-experienced
teachers.
For 61.9% of the teachers who replied the training activities
lived up to the expectations that the teachers had before starting to
work as teachers, while only 12.7% felt that the training provided
was not related to what they had expected.
It is also worth noting that 69.8% of teachers believe that the
training activities are adequate for their actual teaching, and for
60.3% this actually meets the real needs which arise and which
they encounter in their jobs. Also, however, it must be pointed
out that 15.9% think otherwise. For 82.5% of new teachers these training activities have been significant, and have contributed
to the acquisition of new knowledge that they have been able
to incorporate into their teaching. Thus for 79.3% of the novice
teachers these training activities have been able to improve to a
maximum their teaching skills and have been useful when it came
to addressing the different situations that they have come across
in their teaching.
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Finally, 76.5% of teachers said that the training activities helped them to improve their teaching. In the case of experienced
teachers, 41.6% of these attended “training courses”, while 21.6%
also formed part of “work groups”, and 56.7% of them considered
that these had met up to their expectations. For 63.4% of new
teachers, thanks to these activities they have managed to acquire
new knowledge which they have then been able to implement in
their teaching, enriching their work as teachers. 52.4% of experienced teachers considered these features to be of use, indicating
that they have been useful as a means of coming to terms with
situations they have had to face as teachers.

3.4

Professional Development of the Teacher

Although many of those who answered the questionnaire were
still at the beginning of the stage of professional development we
still asked a series of questions with the intention of discovering
what perception teachers have with regards to the relevance that
the period of initiation into teaching has in their development
as teachers. 50.7% of new teachers (adding the percentages of
response options and Disagree and Strongly Disagree) do not
consider that beginners in the teaching profession have crises or
suffer the so-called “reality shock” (Veenman, 1984), because
they believe that what they find upon arrival in the school and
in the classroom is no different from what they in fact expected,
although 51.7% of experienced teachers believe that there is a
“reality shock” when entering the classroom for the first time.
With regard to the change in ideals which according many articles new teachers suffer when they change from being students
to becoming teachers, 55% of the novice teachers think that this
is indeed so, noting that when arriving at the school for the first
time the teacher changes her or his conception about the teaching
profession. This contrasts with that of experienced teachers, 60%
of whom said that they still held the same ideals that they had
before starting to teach.
The perception of the figure of the teacher seems to remain
stable over time, since 50.8% of new teachers and 56.7% of experienced teachers alike say they still perceived the figure of the
teacher in the same way as they did when they were in their formative stages.
With regards to the mastery of basic aspects of the teaching
profession, it is curious to observe how, while 60.4% of new teachers report that in many situations they consider that they do
not have a clear mastery of elements that might be considered
essential for teachers, 63.3% of experienced teachers positively
rate the initial teacher training provided for the new teacher, noting that at the beginning of their careers in teaching new teachers
demonstrate that they possess sufficient knowledge of the basics
of their profession.
Both novice teachers (71.4%) and experienced staff (58.3%)
agree that the greatest difficulties a teacher faces usually appear
during the first years of the teaching career. Thus 76.2% of newcomers believe that the relevance of the difficulties will diminish
over the years, as they accrue experience, which will allow them
to positively develop their teaching.
When asked about how best to deal with these difficulties,
55.6% of new teachers believe that beginner teachers need more
time than experienced teachers in order to be able to resolve such
difficulties, while 63.3% of experts believe that experience is not
a determining factor for one teacher to resolve r a complex situation before another does so.
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DISCUSSION AND CONCLUSIONS

The results obtained in the development of our research establish
that there exists a widespread perception that there are gaps in
initial teacher training, which at times cause the inexperienced
teacher to feel insecure and to manifest difficulties in dealing with
organizational, social, material and technological situations, as
well as in situations which require attention to diversity. Many
of these difficulties become apparent when the teacher is obliged
to interact outside the classroom, with the management team or
parents, for example, situations for which there would seem to be
a significant lack of training. These deficiencies in the initial training are not resolved in general terms either by experience or by
complementary training, so they continue to influence negatively
on the professional development of a teacher even when she or he
leaves the stage of initiation into teaching.
We have observed in a general way how teachers in primary
education show a degree of satisfaction with regards to their first
steps in teaching and that, with the exception of a few minor situations their overall experience in their first year in teaching is
regarded as being positive. As such it is worth noting that it is the
experienced teachers who have a more positive perception about
the possibilities and capabilities of new teachers within their first
year in the profession. Along with this satisfaction the results reinforce the idea that teaching is a profession which is predominantly
vocational, and that despite the shortcomings and difficulties,
both novice and experienced teachers show high levels of motivation, verifying at every possible opportunity the fulfilment of
the expectations generated when they first start out as teachers,
while at the same time perceiving their satisfactory development
as teachers.
This data, however, should not hide the fact that there still exists
a significant group of teachers (about one third of all respondents)
who indicate a deep dissatisfaction, low motivation and low value
placed on the work they carry out, in addition to denouncing the
deficiencies which exist in schools in relation to the reception of
new teachers and training for the development of learning while
actually working.
In this regard, we note, like Cardona (2008), that a review
of training plans designed for teachers in the initiation stage is
necessary in order to bridge the gap between the initial training received and the practical needs identified, as this forms an essential
feature in any improvement in the quality of education as well as
the professional and emotional well-being of teachers.
As in the rest of the country (Marcelo, 1999), the aids that are
available for new teachers in León are confined essentially to the
development of courses and training programs. These courses
seek to guide and assist inexperienced teachers to respond appropriately to situations that they may have to face as teachers.
In the OECD countries, the percentage of teachers who claim
to have participated in specific training programs for teaching
reaches 90%, being significantly higher in Spain (97.5%). Over
97% of teachers report feeling well prepared for teaching work
in Spain. In the OECD, this percentage is lower (90%). These
data do not correspond to the actual training of teachers (OECD,
2014).
Despite the positive valuation that these activities have received from new teachers, it is important to overcome the traditional
format in which an expert gives across the “practical” content in
a lecture (Ferrández & Sarramona, 1987) in order to reach a more
solid and complete program which is able to combine theoretical
and practical experiences with the aim of addressing the shortcomings which have been detected in the training of new teachers.

A significant feature which we have found in our study is the
denial by novice teachers of the existence of “reality shock”
(Veenman, 1984), and they note that although there have been
changes in the ideals and concepts that they held with regards to
the teaching profession, in general they continue to perceive the
teacher in the same as way they did before starting to work. This
premise assumes that the novice teachers interviewed have not yet
lived through or have not yet internalized this situation, as most
experienced teachers claim to have undergone “reality shock”
(Veenman, 1984). Thus experienced teachers say that, after their
first experience as teachers, there were substantial changes in the
conceptions they held regarding the reality of teaching and classroom work in comparison to those they had at the end of their
initial training period. This group, however, also said that despite
these changes they continued to maintain an image which was
similar to the one they had before starting to work as teachers on
the ideals that govern the teaching profession and the image of
the teacher.
Another finding that should be highlighted is related to the
mastery of the basic aspects that shape the teaching profession.
In this regard, most novice teachers state that during their first
years of teaching they have to deal with certain situations which
make them aware that they have a sufficient command of many
of the elements that are essential for their professional development as teachers. From the point of view of experienced teachers,
however, this discussion suffers from a high degree of self-criticism, given that in their majority they value positively the initial
training which teachers have regarding the mastery of features
which might be regarded as basic for carrying out the teaching
profession.
The results we have obtained also allow us to indicate that both
beginners and experienced teachers agree that the greatest difficulties usually found by a teacher usually appear at the stage of
initiation into teaching, and this is largely due to the lack of expertise, when facing new and unfavourable contexts etc., which
many new teachers have to face upon arriving at a school for the
first time. In this context, while new teachers believe that these difficulties will diminish over time because experience will improve
their ability to deal with them, experienced teachers say that experience is not related to the existence of difficulties in teaching,
although it does contribute to coping with them.
Given the above, and synthesizing our results with those obtained in other studies, we believe that we should take advantage
of the reformulation and expansion of initial training of future
teachers to include in the new degrees contents related to the features which are shown to have the greatest deficiencies in training
and which are largely related to educational aspects and aspects
related to interpersonal relationships both within the classroom
and without. In this same respect, it also seems obvious to point
out that the redesigning of training programs for the initiation stage goes through complementing the initial training in practical
aspects for teachers and that these courses should be taken by all
teachers who start working in our schools, not just those who have
passed the competitive selection process.
In this context we also recommend schools to develop their
own programs for the reception of new teachers which allow them
to get to know and familiarize themselves with their working environment, reducing thereby the negative effects produced when
a new teacher is faced with new situations in unknown environments.
The main limitation of this study lies in the fact that the work
was carried out within one specific region with its own specific
legislation within Spain, and as such, in order to improve fur109
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ther research, it would be desirable to extend this concern to other
geographical areas, including a study within the European framework.
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