
Full Terms & Conditions of access and use can be found at
https://www.tandfonline.com/action/journalInformation?journalCode=cete20

European Journal of Teacher Education

ISSN: (Print) (Online) Journal homepage: https://www.tandfonline.com/loi/cete20

Solo, collaborative or collective? Newly qualified
teachers’ experiences of being stirred into
induction practices

Yngve Antonsen, Rachel Jakhelln, Jessica Aspfors & Kristin Emilie W. Bjørndal

To cite this article: Yngve Antonsen, Rachel Jakhelln, Jessica Aspfors & Kristin Emilie W.
Bjørndal (2023): Solo, collaborative or collective? Newly qualified teachers’ experiences
of being stirred into induction practices, European Journal of Teacher Education, DOI:
10.1080/02619768.2023.2227339

To link to this article:  https://doi.org/10.1080/02619768.2023.2227339

© 2023 The Author(s). Published by Informa
UK Limited, trading as Taylor & Francis
Group.

Published online: 22 Jun 2023.

Submit your article to this journal 

Article views: 171

View related articles 

View Crossmark data

https://www.tandfonline.com/action/journalInformation?journalCode=cete20
https://www.tandfonline.com/loi/cete20
https://www.tandfonline.com/action/showCitFormats?doi=10.1080/02619768.2023.2227339
https://doi.org/10.1080/02619768.2023.2227339
https://www.tandfonline.com/action/authorSubmission?journalCode=cete20&show=instructions
https://www.tandfonline.com/action/authorSubmission?journalCode=cete20&show=instructions
https://www.tandfonline.com/doi/mlt/10.1080/02619768.2023.2227339
https://www.tandfonline.com/doi/mlt/10.1080/02619768.2023.2227339
http://crossmark.crossref.org/dialog/?doi=10.1080/02619768.2023.2227339&domain=pdf&date_stamp=2023-06-22
http://crossmark.crossref.org/dialog/?doi=10.1080/02619768.2023.2227339&domain=pdf&date_stamp=2023-06-22
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ABSTRACT
This study investigated newly qualified primary and lower second
ary school teachers with a master’s degree in Norway and how they 
experienced being stirred into induction practices in their school. 
The theory of practice architectures was the theoretical framework 
used in the analysis, and the term ‘stirred into’ refers to the 
dynamics of entering and becoming a practitioner of a specific 
practice. A thematic analysis of 42 interviews revealed three induc
tion practices: 1) solo practices where the teachers plan and evalu
ate the teaching alone, 2) collaborative practices where the teachers 
plan and develop the teaching through collaboration with a few 
colleagues and 3) collective practices where the teachers can discuss 
their teaching with all their colleagues and engage in mutually 
beneficial and productive interactions. The study identifies how 
the schools’ site-specific practice architectures prefigures and 
shapes newly qualified teachers’ practices during the induction 
phase.
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Introduction

Multiple studies have addressed the need for supporting newly qualified teachers (NQTs) 
due to their high dropout rates, public policy mandates for teacher quality, declining 
student achievement scores and the complexity and diversity of today’s rapidly changing 
classrooms and school environments (e.g. Colognesi, Van Nieuwenhoven, and Beausaert  
2020, Thomas, Tuytens, Moolenaar, et al. 2019). The induction phase of NQTs involves 
acquiring the profession skills while at the same time searching for legitimacy and 
becoming an asset for the current school context (Kelchtermans 2019). The term induc
tion is viewed as having four broad categories of meanings: a process for learning, 
a special phase in teaching, a particular period of time and a system (Britton et al.  
2003, 3). Studies have documented the positive effect of formal induction programmes 
and mentoring on teachers’ commitment and retention, classroom teaching and student 
achievement (Kutsyuruba, Walker, and Godden 2019).
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Recently, several studies have investigated how NQTs find and use informal support 
from their colleagues in school, early in service (Harju and Niemi 2020, Thomas, Tuytens, 
Devos, et al. 2019, Colognesi, Van Nieuwenhoven, and Beausaert 2020). Most new 
teachers independently search for support and collaboration during the induction 
phase, and high-quality collegial support, not only professional support, but also emo
tional and social support are important for their job satisfaction and intrinsic motivation to 
teach (März and Kelchtermans 2020, Thomas, Tuytens, Moolenaar, et al. 2019). The 
importance of leaders and colleagues who contribute to the informal support of NQTs’ 
new tasks and teaching arrangements is well documented (Kyndt et al. 2016, Williams, 
Prestage, and Bedward 2001). Research has demonstrated the school context and the 
acceptance of colleagues to be of significance in building resilience amongst NQTs 
(Beltman, Mansfield, and Price 2011). Le Cornu (2013) highlighted the meaning of reci
procity and confirmed that NQTs need to experience the recognition of their contribu
tions to the profession and the school community. März and Kelchtermans (2020) 
documented how the NQTs found prominent informal support from other NQTs at their 
school as well as from experienced teachers from their subject departments. The authors 
argued for more investigation into the value of informal support and social learning for 
teacher induction.

Against this background, the aim of this study is to gain a broader perspective of what 
prefigures and shapes the induction practices in schools, and how they influence NQTs’ 
experiences. Accordingly, induction practice in this study means the dynamics between 
the NQTs and the school during the first years of service, which includes support, forms of 
collegial engagement and processes of learning. This is of interest in a context where, 
starting in 2017 nationally, there has been a shift towards research-based teacher educa
tion with a five-year master’s degree programme for primary and lower secondary school 
teachers (Jakhelln et al., 2019). UiT The Arctic University of Norway (UiT) piloted the first 
integrated teacher education programme at the master’s level in Norway in 2010. In this 
study, we took a bottom-up perspective by capturing the voices of these NQTs, and we 
interviewed the first three cohorts that graduated from the pilot programme about their 
induction practices.

Conceptual framework

The theory of practice architectures

As an analytical lens, we used the Australian theory of practice architectures (Kemmis and 
Grootenboer, 2008), which has been widely used internationally (Kemmis et al., 2014). 
NQTs’ induction practices involve learning how to behave and how things are done in the 
organisation as well as how colleagues talk with each other and handle expectations 
(Kemmis et al., 2014). Here, we use the theoretical metaphor ‘stirred into’ practices, which 
involves the dynamics of entering and becoming a practitioner of a specific practice 
(Kemmis et al. 2017). According to Kemmis et al. (2017, 45) ‘people “learn” practices, not 
only “knowledge”, “concepts” or “values”’. When new teachers are being ‘stirred into’ 
a new practice, such as induction, they are becoming practitioners of that practice 
(Kemmis et al. 2017). The metaphor elucidates how they are learning and are initiated 
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‘into language games (sayings), activities (doings) and ways of relating to others and the 
world (relatings), and into how these hangs together in the projects of practices’ (Kemmis 
et al. , 57). The practices are channelled in their course by practice architectures composed 
of cultural-discursive arrangements (resources that make possible the language and dis
courses used), material-economic arrangements (resources that make possible the activ
ities undertaken) and social-political arrangements (resources that make possible the 
relationships amongst people) (Kemmis and Grootenboer, 2008). Induction practices do 
not occur in a vacuum but are held in place and shaped by prevalent arrangements, such 
as agreements and traditions on support of NQTs both nationally and locally, which 
include all the conditions that shape how a particular practice unfolds in a particular 
site, with this new teacher, those particular students, those colleagues and the manage
ment (Kemmis and Grootenboer, 2008).

The theory is relevant as a frame for understanding how schools impact teachers’ 
induction. This is because the theory emphasises practices as social and situated phe
nomena and provides an account of what practices are composed of and how practices 
shape and are shaped by arrangements ‘that exist beyond each person as an individual 
agent or actor’ (Kemmis and Grootenboer, 2008, 37). The practice architectures can in this 
way be understood as presenting a dynamic and holistic view of what prefigures and 
shapes NQTs during induction. They learn through participation and develop dispositions, 
i.e. knowledge, skills and values, regarding how the practice is likely to unfold in the 
specific site. As such, induction practices are always situated in time and space. Like 
Mahon et al. (2017), we do not restrict the meaning of the metaphor ‘stirred into’ to only 
coming to know a practice, but rather that the new teacher becomes a co-participant in 
and co-producer of the practice. As such, the theory can contribute to making visible the 
new teachers’ experiences of being stirred into practices of induction within a particular 
practice landscape as part of a site, and the arrangements that enable and constrain that 
stirring in.

Previous studies about collaboration and autonomy

Here, we introduce the concepts of teacher collaboration and autonomy, which we 
later use to discuss the results. This literature contributes concepts that broaden 
the understanding of how NQTs are being stirred into different induction practices. 
Current research emphasises teaching as a collaborative profession, beyond the 
independent professional working in the classroom, and the evidence supporting 
collaboration practices for school development and teacher improvement is sub
stantial (Hargreaves 2019, Vangrieken et al. 2015). As such, collegial ties and 
collaboration between teachers in schools directly influence the NQTs’ experiences 
of their induction (Caspersen and Raaen, 2014, Williams, Prestage, and Bedward  
2001). According to Kelchtermans (2006, 226), the term ‘collaboration’ refers to 
teachers’ cooperative actions in a descriptive sense, whereas ‘collegiality’ refers to 
the quality of relationships among the colleagues in a school. Here, Kelchtermans 
(2006) especially differentiates between doings and relatings in accordance with 
the theory of practice architectures (Kemmis and Grootenboer, 2008). These terms 
mirror each other as collaboration and actual actions are influenced by the quality 
of the colleagues’ relationships at the same time as they are situated in the time 
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and space of the school. The NQTs’ experiences of collaboration as well as collegi
ality and how these are valued amongst colleagues are determined by the cultural 
and organisational working conditions in the schools (Williams, Prestage, and 
Bedward 2001). Shah’s (2012) and Vangrieken et al. (2015) reviews of teacher 
collegiality confirm the benefits of collegial cultures in schools to enhance the 
teachers’ professional growth, organisational effectiveness and student learning. 
These findings correspond with Hargreaves (2019) and Hargreaves and O’Connor 
(2017), who discuss how the development of long-term professional collaboration 
improves teaching and student outcomes. NQTs involvement in such collaboration 
may contribute to the development of new perspectives and new thinking 
(Kelchtermans 2019).

Vangrieken et al. (2017) discuss how teachers could collaborate and feel autonomous 
in their work. The authors point to the difference between reactive autonomy, where 
NQTs work independently and in isolation in a non-collaborative way, and reflective 
autonomy, where NQTs act based upon personal choice and feel responsible for their 
behaviour. For example, NQTs that collaborate may feel both reflective autonomous and 
be inter-dependent, while isolated teachers may experience lack of autonomy if the 
practice is not self-elected but based on administrative and organisational decisions. 
According to Kyndt et al. (2016) and Vangrieken et al. (2017), a reflective autonomous 
attitude may help NQTs develop collaboration and professionalism. Such work demands 
more than superficial collaboration in the form of discussing and solving practical affairs 
that rest on reactive autonomy. As such, NQTs would benefit from deep-level collabora
tion that involves participating in open and constructive dialogues that question under
lying beliefs about the didactics of teaching, as well as the handling of daily work 
(Vangrieken et al. 2015).

To summarise, when NQTs are being stirred into induction practices, their experiences 
in the form of sayings, doings and relatings reflect whether there is collegial collaboration 
and/or reflective autonomy. Based on previous research on induction and our conceptual 
framework, we have specified the following research question:

How do NQTs with a master’s degree in teacher education experience being stirred into the 
induction practices in their school?

Methodology and methods

The Norwegian context

Until 2017, four-year teacher education programmes in Norway for primary and 
lower secondary schools gave teachers a flexible and broad knowledge base, so 
they could teach several school subjects. The first pilot of the research and devel
opment (R&D)-based teacher education focused on research, academic skills and in- 
depth knowledge (Jakhelln et al., 2019). This pilot programme evolving with minor 
changes over the three first years articulated the main principles for the national 
teacher education reform implemented in 2017. The pilot was differentiated into 
two programmes adapted to the Norwegian educational system: 1st–7th (1–7) 
grades and 5th–10th (5–10). Students in both programmes took a total of 300 
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European Credit Transfer System (ECTS) credits, and have a specialised knowledge 
base with two to four school-related subjects with 30 to 60 ECTS in each. The 
students also took at least 60 ECTS in education studies, and this included knowl
edge about to example didactics, the role of the teacher, inclusive education, and 
collaboration for professional and school development. Examples include the third- 
year course in school as a learning organisation (from 10–20 ECTS), and the third- 
year 10 ECTS course where the students formed groups to analyse an action 
learning project that they had conducted in their third-year practice period in 
school. The master’s subject comprised a total of 150 ECTS, and the thesis was 
written in education studies for 1–7. The 5–10 students master’s subject comprised 
a total of 120 ECTS, and the thesis was written about subject didactics that should 
be relevant for their professional work.

The official governmental policy of support for NQTs during their induction 
period is an option for schools and has mainly been arranged through a one-to- 
one relationship where an experienced colleague mentors the NQT during their 
first year of service. This individual learning focus has been criticised by Helleve and 
Ulvik (2011) as the NQTs also need to learn their work as a member of a learning 
community. Here, Caspersen and Raaen (2014) found that NQTs from the former 
four-year teacher education experienced challenges with articulating their needs 
for support and involving themselves in professional collaboration with experi
enced colleagues. Later, in 2018, national principles for mentoring NQTs were 
launched, which all schools were recommended, but not obliged, to follow. The 
principles refer to the Norwegian Working Environment Act (2005) and point out 
that NQTs should be included, recognised and valued in the professional commu
nity as resources and contributors. The act highlights that the work should be 
arranged and organised with due consideration of the employees’ age, experience, 
and capacity for work. An evaluation has, however, documented that seven of ten 
Norwegian teachers have a mentor in their first year of service, and most mentoring 
happens continuously related to teaching or other tasks in school. These 68% have 
reduced their teaching workloads by between 30 or 60 minutes every week, which 
is set aside for mentoring (Rambøll, 2020).

Selection and data generation

We interviewed 42 NQTs with a master’s degree after one year in the profession, of 
whom 19 graduated in cohort 2015, 12 in cohort 2016 and 11 in cohort 2017. The 
NQTs participated voluntarily after a written invitation, and a detailed description 
of the study was sent to all student teachers. The sample was self-selected, and the 
informants gave their written consent to participate. The distribution of informants 
consisted of 13 females and 12 males from the 5–10 programme and 16 females 
and 1 male from the 1–7 programme. The gender distribution in our study matched 
the differences amongst students in the programme. Most of the NQTs were in 
their mid-twenties when they graduated and worked in schools throughout 
Norway.

An open-ended semi-structured interview guide (Kvale 2008) was developed with 
a wide approach to gather data to capture how the NQTs experienced their induction. 
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The guide was not influenced by theory and covered the following themes: 1) mentoring 
and support from management and colleagues, 2) the research-based knowledge gained 
in education and how it was received at the NQTs’ new workplace, 3) professional 
development, 4) collaboration amongst the teachers, 5) challenges and strengths and 
their own competence, 6) infrastructure and the composition of the collegium, including 
other NQTs, 7) collaboration with students, parents and management and the school’s 
development focus.

The number of informants allowed us to capture variations in the school context. 
The interviews lasted around 60 minutes and were audio recorded and transcribed 
verbatim. The study followed the ethical standards approved by NESH (2019) and is 
approved by NSD – Norwegian centre for research data with project number 795217.

Analysis

In the analyses of data, inspiration was found in Braun and Clarke’s (2019) Reflexive 
Thematic Analysis (RTA). The RTA approach is theoretically flexible and allows the possi
bility of combining inductive and deductive-oriented coding to capture the nuances and 
perspectives in the material (Braun and Clarke 2019). The analysis has been conducted 
over several years, most of phase 1–3 was conducted in 2018 and phases four and five 
were completed in 2020–21. The three authors from UiT performed the analysis in phases 
1–4. Here, we explain the phases of our analysis.

Phase 1: Introduction and choice of investigation
In the first phase, the team openly began with reading 10 transcripts from the 2015 cohort 
to get an introduction and to brainstorm themes of interest for further investigation 
among the varied data. We sat together and discussed statements and ideas from the 
data inductive-oriented. During this process, surprisingly, we noticed that the NQTs 
described very different experiences with their induction in their schools and we decided 
to investigate this subject.

Phase 2: Inductive-oriented coding approach
In phase two we started coding the 31 interviews from cohort 2015 and 2016 that were 
available in 2018. We used text search in NVivo to identify the material related to features 
about the NQTs induction in schools as the long semi-structured interviews had several 
themes. To capture the relevant material, the text search included the following words: 
‘management, principal, curriculum manager’, ‘colleague, colleagues’, ‘mentor’, ‘support’ 
and ‘cooperation’. Our search included sentences and paragraphs around the searched 
word. In the coding, we used the function available in NVivo to go back to interviews and 
reread the whole text around the theme for further insights and clarification. To deter
mine inductive codes, the process included coding whole sentences and sequences based 
on their content. One example is the code ‘support from colleagues in team’ that includes 
quotations like this from L21: ‘The mentor we have received – she is a good teacher – but 
the teacher is not in the classes we are in, so yes. We have many good people around us 
that we work closely with so we may feel that we take it there and then with them’. The 
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coding generated 144 codes in total, but most codes contained one or two statements 
and these was not followed up.

Phase 3: Generating initial themes
To generate inductive-oriented themes, the authors all read the codes individually and 
discussed the findings critically, looking for patterns and explanations in the material. In 
the process, we started to merge codes and build emerging themes in NVivo as the NQTs 
described their induction in the form of three differenced practices in schools as a) 
fragmented with lack of support, b) team-based support or c) integrated support from 
the whole school.

Phase 4: Developing and reviewing themes
To develop themes, we needed to further scrutinise the data, read 10 or 11 inter
views each and read all the 31 interviews in the first two cohorts in full. In this 
process, we summarised the informants’ experiences in tables using Word. In the 
tables, we used quotations and codes that summed up each of the NQTs experiences 
related to their induction, such as mentoring, contact with management, social and 
professional contact with colleagues, collaboration, office situation, communication, 
subject, teaching and other tasks. We then compared the NQTs and divided them 
into three emergent themes: the solo, the collaborative and the collective. Later, in 
2020/21, the first author revised the themes and distributed the last 11 interviews 
from cohort 2017 using NVivo.

Phase 5: Deductive-oriented themes
We proceeded with deductive-oriented themes, utilised concepts from the theory of 
practice architectures and developed the three themes by capturing the sayings, doings 
and relating’s, as well as the cultural-discursive, material-economic and social-political 
arrangements in each of them. After that, the three authors from UiT again reread five 
random interviews from the material to validate the themes. Table 1 in the results section 
demonstrates how the three induction practices were recognised in the data material.

Phase 6: Writing up
During the writing of the paper, we developed the deductive analysis as we discussed the 
content, quotes and arrangements used in each theme. The NQTs will be referred to by 
numbers in the results section. For example, T1, for teacher number 1.

Results

Here, Table 1 gives an overview of the characteristics of solo, collaborative and collective 
induction practices.

Next, we will present and elaborate on the results of each of the three induction 
practices presented in Table 1.
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NQTs’ experiences of being stirred into solo induction practices

Eight NQTs, i.e. T5, T16, T23, T24, T25 and T35 in primary schools and T2 and T37 in lower 
secondary schools, experienced being stirred into solo induction practices. These NQTs 
worked in schools where they experienced planning and evaluating their teaching and 
other tasks alone. None of these teachers had regularly mentoring, but T2 and T5 
expressed that they benefited from having up to six hours of both observation and 
mentoring during the year. For T5 and T16, their closest leader should function as 
a mentor, but this did not work out because of sick absences and high work pressure 
amongst the management. Four of the teachers (T24, T25, T35 and T37) expressed that 
they missed having a mentor. In sum, these NQTs did not highlight mentoring as being 
important for their informal learning in their school.

What characterises these teachers’ induction practices is a lack of communication, 
collaboration and support from other teachers and leadership leaving the NQTs with 

Table 1. Overview of the characteristics of solo, collaborative and collective practices.
Being ‘stirred 
into’: NQTs’ experiences of the practices

NQTs’ experiences of the practice architectures of 
the site

Solo 
practices

SayingsI  

I, the teacher. 
Individual problem-solving. 
Doings 
Alone in planning, implementation and 
evaluation of teaching. 
Lack of management support. 
Relatings 
Weak relationships with colleagues. 
Isolation

Cultural-discursive arrangements   

Limited knowledge sharing amongst teachers 
about their daily work. 
Material-economic arrangements 
Physical distance amongst colleagues. 
Social-political arrangements 
Lack of relationships across generations of 
teachers. 
Little interest in NQTs’ knowledge base.

Collaborative 
practices

SayingsWe, the team. My colleague knows a lot of 
things.Doings Collaboration with someone 
similar or in a similar class. Team that is 
practical or development-oriented. 
RelatingsColleagues. Equality. Varying ideas 
about teaching at school.

Cultural-discursive arrangements   

Opened possibilities for talks about and 
improvement of the everyday work amongst 
a few or several colleagues. 
Material-economic arrangements 
Co-work or teams provided possibilities for 
teacher collaboration and for discussions about 
the teaching in class and practical regulations 
with the closest colleagues. 
Social-political arrangements 
Fostered close relationships and collaboration 
amongst a few colleagues/team. 
In general, little interest in the NQTs’ 
knowledge gained from teacher education.

Collective 
practices

SayingsWe, the school. Colleagues open to new 
knowledge and developmental work. 
Colleagues share ideas and knowledge.Doings 
Access to integrated support and common 
development in daily work. Meets and mixes 
with colleagues in school. Relatings Strong 
relationships with colleagues.NQT contributes 
to learning and development.

Cultural-discursive arrangements  
Inclusion, openness to new ideas and 
development and knowledge sharing.  

Material-economic arrangements 
Integrated support and common planning and 
development of teacher arrangements and 
other tasks in the daily work from all the 
colleagues. 
Social-political arrangements 
Similar thinking about teaching and strong 
relationships with colleagues who also invite 
the NQTs to contribute ideas, learning and 
development for the school.
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individual problem-solving, as exemplified by T23: ‘I experience that, in the team I belong 
to, I am working very alone with my subjects, and plan them alone’. Here, the use of 
I (sayings) is consistent with the description of their role in class and in the team as an 
individual. The quote demonstrates how these teachers experience that they must figure 
out how to do their work (doings) themselves and reveals how the NQTs have weak 
relationships (relatings) with colleagues despite some of the NQTs belonging to a team, as 
was the case with T23.

According to the participants, the cultural-discursive arrangements limited the colla
boration amongst teachers to practical issues and practical planning. These schools are 
characterised by limited knowledge sharing and development orientation amongst tea
chers and management in their daily work, as illustrated by T16: ‘We do not discuss so 
much . . . so it becomes lonely’. The NQTs rarely experienced dialogue about students’ 
behaviour, teaching techniques and other everyday problems with colleagues.

In relation to material-economic arrangements, the NQTs expressed that their teaching 
plan was not adjusted by management to suit the subject specialisation they acquired in 
their education. They had to teach several subjects without prior knowledge gained from 
teacher education. Six of the NQTs were assigned to tasks considered labour-intensive, 
such as teaching classes that had experienced extra difficulties related to, for example, 
unrest, constant changes of teachers or challenging parents, or to teach introduction 
classes for immigrant children. In general, these NQTs had little contact with the principal 
and management and were provided minimum assistance with tasks and very little 
support. Several of these NQTs experienced the induction practice as challenging, as 
noted by T35: ‘I was so alone with the difficulties’. The material-economic arrangements 
were in many cases characterised by physical distance amongst the colleagues, as T16 
described: ‘We are spread around. We have six different working environments’.

The social-political arrangements had a negative influence on the development of new 
relationships across generations of teachers. As T24 stated, ‘I don’t think it’s that easy to 
get into the traditions and culture . . . ’. The NQTs experienced meetings and discussions 
based on traditions, hierarchy, and task orientation.

Practicing solo teaching did offer some benefits, as the NQTs could apply their 
innovative teaching techniques and research background to experiment in the class 
without interference from other teachers. These NQTs handled new situations and tasks 
where they found that they lacked knowledge by searching for updated knowledge 
through research, textbooks, or the internet. The NQTs experienced demanding work 
with their class, but they also claimed succeeding with their teaching and establishing 
positive relations with the students.

NQTs’ experiences of being stirred into collaborative induction practices

Of the seventeen teachers who experienced being stirred into collaborative practices, T12, 
T18, T21, T26, T28, T43, T45, T47, T48 and T50 worked in primary schools and T6, T13, T29, 
T31, T41, T42 and T44 in lower secondary schools. Five of these teachers had mentoring, 
which varied in form from regularly to four times a year. These NQTs used the word 
‘reassuring’ while describing the support from their mentor. T21 and T28 also had 
a designated mentor, but as most of these NQTs, they discussed the pupils and issues 
with their closest colleagues. These NQTs found themselves one or more close colleagues 
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and engaged them as discussion partners for planning, developing and evaluating the 
teaching or for informal mentoring when the work tasks were especially difficult, such as 
dealing with parent contact. Some relied on other NQTs with a similar background as 
themselves, with whom they shared a common understanding of the teachers’ work. 
These NQTs emphasised the importance of the colleagues or teams’ knowledge and 
described the working environment as ‘We, the team’ (sayings). T31 illustrated the 
importance of support from the team and explained how ‘The colleagues in the office 
have taken me under their wings . . . Taught me many things which I had not encountered 
before (laughter)’. This statement also exemplifies how the NQTs found security and 
knowledge sharing in their collaborative work with colleagues. T47 highlighted the 
meaning of sharing (doings) ’being four teachers in the team, we were able to share 
the tasks, and if challenges now arise . . . you always have someone to talk with’. This 
quote also shows how some team members divide tasks amongst themselves internally, 
for example, teaching, so the NQTs could teach more of the subjects they were prepared 
for during their teacher education. Other NQTs reorganised their schedule, teaching the 
same subjects at the same time in two different classes as they could collaborate and thus 
regroup the students to deliver better adaptive teaching.

The collaboration was often based on similar thoughts about teaching (cultural- 
discursive arrangements). The NQTs found that the environment could be adapted for 
collaborative discussions, problem-solving and improvement of the everyday work 
amongst the team or selected colleges. T31 exemplified such practices: ‘In our team, we 
are good at sharing experiences and helping each other and talking to each other’.

The schools’ material-economic arrangements influenced the NQTs, as they often 
formed collaboration based on the co-location of colleagues in their team or office, as 
expressed by T18: ‘We have teams, where we have time to discuss what we might want 
there’. Some expressed close contact and positive discussions with management, while 
others described their relation to management as distant, which in many cases, seemed to 
be the result of the management having offices placed away from the teaching staff. 
Several NQTs described challenges related to time for reflection and feedback for improv
ing their work that could involve more than the collaborators.

The social-political arrangements promoted collaboration with colleagues or the team 
and, in turn, between new and experienced teachers. The arrangements fostered a safe 
environment and brought motivation for the newcomers. As T18 explained: ‘if it were not 
for the good colleagues in the team, it would have been difficult, with my motivation and 
everything’. The NQTs experienced less hierarchy amongst their collaborators, who often 
had a genuine interest in improving their work. The NQTs were encouraged to share and 
further develop their knowledge from their education with the collaborators. Several 
NQTs described how they, due to conditions in the team or at school, had to make 
progress slowly when bringing new working methods into their common practice. Others 
felt they had to adjust their own ideas about teaching, collaboration and feedback, and 
some described the situation as problematic. These NQTs experienced limited interest by 
others in their knowledge gained from teacher education and their new teaching meth
ods and that the colleagues, in general, represented a more traditional approach to 
teaching and learning. L41 stated, ‘I have probably noticed that I may think a little 
differently, ask questions in a slightly different way and be a little more critical in relation 
to many things compared to what other teachers may be’. These NQTs also expressed that 
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they had received various kinds of feedback and support from their management, which 
could be the results of limited knowledge about their subject specialisation and research- 
based knowledge from teacher education.

To be stirred into collaborative induction practices limited the NQTs’ experiences to the 
team’s work or to colleagues who had common interests. For some NQTs, the collabora
tion was described as random; in others, it was more planned and systematic. Lack of 
more general discussions about students, teaching or professional development across 
the teams was seen as problematic by several of the NQTs.

NQTs’ experiences of being stirred into collective induction practices

Seventeen teachers experienced being stirred into collective induction practices, 
namely, T3, T27, T30, T34, T36, T38 and T40 who taught in primary school and T1, 
T4, T7, T9, T10, T14, T32, T33, T46 and T49 who taught in lower secondary school. Four 
of these teachers described that they had a mentor and that this was beneficial for 
their individual professional development. Five other NQTs received informal mentor
ing or had an agreement with a close colleague or a leader about using them for 
necessary support. Seven additional NQTs did not have any mentoring, and while 
a few missed it, others did not. The NQTs who experienced a collective induction 
practice were able to discuss the work and express real concerns to their colleagues 
through interactions and sharing common interests. This was exemplified in 
a statement by T27: ‘If I have any questions, I know whom to ask in that knowledge 
area. It has gone a lot the opposite way too, where people have come and asked me. 
It’s fun’. T27 experienced both support from and interactions with colleagues who 
requested his knowledge and described it as meaningful to their common practice 
(sayings). These NQTs experienced colleagues who were willing to share and who took 
the initiative to include the newcomer in the school’s common practice (doings), as 
described by T30:

In the beginning, everyone was like: ‘Come and ask if there is anything you need help with’, 
and then they suddenly came up with teaching plans I could try. I did not expect a sharing 
culture like this! This is just what I hoped for . . . that you have so much support from your 
colleagues.

T30 and many of these NQTs were surprised by their experiences and saw them as 
unexpected, and they described the situation with language full of superlatives. T49 
described the positive experiences:

They have been very open and inclusive and demonstrated great willingness to listening to 
us [newcomers], not because they are forced to it, but because they have a genuine interest 
in actually learning more from what we have to bring.

This statement demonstrated how the feeling of inclusion (relatings) was closely linked to 
openness to their knowledge.

These NQTs experienced cultural-discursive arrangements enabling their knowledge to 
be integrated into the common knowledge base. The teachers supported each other, and 
the NQTs knew whom to ask for advice related to different needs. As noted by T1: ‘We 
used to talk in the school about how well we complement each other . . . So together we 
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represent varied knowledge, and I see their knowledge as equal to mine’. Here, T1 
experience being a part of a ‘we’, that includes the entire school.

Most of the NQTs shared offices with colleagues they worked closely with, and the 
schools’ material-economic arrangements facilitated close collaboration amongst various 
groups of colleagues in and across the teams. Furthermore, many of the NQTs experi
enced close contact and interaction with the management who they met daily in the 
coffee room and whose offices were close to the teachers.

The NQTs highlighted the social-political arrangements, such as the sharing culture, 
which contributed to their problem-solving ability and informal learning. The colleagues’ 
knowledge was experienced as equivalent or complementary to their own, and contribu
tions to new thinking and ideas were welcomed. This was pointed out by T4: ‘Everyone is 
so super, open, and inclusive. It has been really fantastic!’ The NQTs described meetings 
and discussions as being characterised by an eagerness for improvement in the whole 
school.

To be stirred into a collective induction practice involves experiences of reciprocity, 
sharing and a responsibility for the school’s practice together with the colleagues. The 
NQTs, with their research background, felt that they could ask questions and suggest 
improvement of the established work.

Discussion

The results revealed how the NQTs experienced being stirred into different induction 
practices described as solo, collaborative or collective channelled by the school 
setting’s practice architectures. Although the NQTs were trained in collaboration 
skills by their new teacher education, the results exposed that what they find 
acceptable to talk about, what is normal to do and who is likely to give support 
and collaborate with in the schools affect the NQTs’ induction practices (Kemmis and 
Grootenboer, 2008).

The solo practices were experienced by NQTs who solved and developed the planning, 
teaching and other work tasks alone. We found these solo practices in schools with 
cultural-discursive arrangements that limited knowledge sharing amongst teachers 
about their daily work, had material-economic arrangements that created physical dis
tance amongst colleagues and management and had social-political arrangements that 
had a negative influence on the development of new relationships across generations of 
teachers. NQTs’ relationships in these schools consisted of weak bonding with their 
colleagues and management, and they were not part of a collaborative professional 
learning community in their schools, as described by previous research as being essential 
(Hargreaves and O’Connor 2017, Williams, Prestage, and Bedward 2001). The solo prac
tices promoted reactive autonomy (Vangrieken et al. 2017) from the NQTs, as they could 
influence their own didactics in their teaching but lacked discussion partners for problem 
solving and professional development. The results also revealed that some of the NQTs 
found the situation beneficial and had what Kelchtermans (2006) described as strategic 
reasons for their individualism. These NQTs were confident, acted upon reactive auton
omy and used their updated knowledge from their reformed teacher education in their 
teaching without any interference from colleagues. The solo practices we observed in our 
study correlated with a decade of research documenting the difficulties for NQTs who lack 
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support and collaboration (e.g. Britton et al. 2003). The loneliness combined with difficult 
classes, parents, or students may increase the NQTs’ feeling of helplessness and lack of 
mastery of their work and may reduce job satisfaction and motivation (März and 
Kelchtermans 2020, Thomas, Tuytens, Moolenaar, et al. 2019).

The collaborative induction practices were experienced by NQTs who formed close 
professional relations with a colleague or several colleagues for support, sharing of ideas 
and common development. Here, the cultural-discursive arrangements opened possibi
lities for talks about and improvement of the everyday work amongst a few or several 
colleagues. The material-economic arrangements, such as co-work or teams, provided 
possibilities for teacher collaboration and for discussions about the teaching in class and 
practical issues with the closest colleagues. The social-political arrangements fostered 
close relationships and collaboration amongst the colleagues. These NQTs experienced 
and sought the value of having supportive colleagues for their teaching of and follow-up 
processes with students and parents, which have also been documented as important 
informal learning in schools (Kyndt et al. 2016). This form of collaborative practice can be 
related to Kelchtermans’s (2006) definition of teacher collaboration. These NQTs utilised 
their reflective autonomy by finding close partners with whom they could collaborate 
based on their shared interests and willingness to improve their teaching. Here, the NQTs 
exploited their collaborators’ competence and often participated in the same team or 
taught the same subjects, but the collaboration had less influence on the school’s 
development. Some of the NQTs described how their closest colleagues functioned as 
their informal mentor. Some of these NQTs also had the possibility to establish support 
and collaboration with other NQTs or younger colleagues. That NQTs can support each 
other is common knowledge and is, for example, formalised in peer-group mentoring in 
Finland (Kemmis et al., 2014).

Those NQTs who experienced collective induction practices solved issues with their 
daily work tasks, difficult situations and long-term development with support from 
colleagues from the whole school. In accordance with Kelchtermans (2006, 225), this 
form of practice is grounded in a collegiality ‘that rests on shared responsibility for the 
work of teaching’. Such an environment also fosters reflective autonomy among NQTs as 
the cultural-discursive arrangements were characterised by inclusion, openness to new 
ideas and development and knowledge sharing. The material-economic arrangements 
gave the NQTs access to integrated support and common planning and development of 
teacher arrangements and other tasks in the daily work from all the colleagues. The 
processes included social-political arrangements characterised as similar thinking about 
teaching and strong relationships with colleagues who also invited the NQTs to contri
bute ideas, learning and development to the school. Here, the colleagues related to each 
other in a positive way, and this provided help in solving problems and furthering 
professional development, as was also found by Harju and Niemi (2020) and Hargreaves 
(2019).

The collective practices confirmed how NQTs, and experienced teachers may benefit 
from spontaneously informal learning between each other, which has also been docu
mented in other studies (Kyndt et al. 2016, Williams, Prestage, and Bedward 2001). NQTs 
who could utilise reflective autonomy and learned to collaborate with several teachers in 
their induction benefitted in their own professional development, and this may have 
contributed to further professional work in their school and for the school as a learning 
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organisation (Hargreaves and O’Connor 2017, Shah, 2012, Vangrieken et al. 2015). We 
found that the NQTs in collective induction practices can develop and use their own 
networking skills to identify who can help them in obtaining necessary knowledge and 
advice, as found by März and Kelchtermans (2020).

The NQTs in our study who worked in collaborative or collective practices expressed 
experiencing positive informal learning processes in their schools after only one year, 
a finding that was also documented by Williams, Prestage, and Bedward (2001). Both 
practice configurations acknowledge NQTs as having specific and valuable expertise. 
The difference between the two seems to be related to how many or how broadly the 
group of colleagues interacts with the NQTs. Both practices entail opportunities for 
NQTs to participate in deep-level collaboration about teaching and other tasks 
(Vangrieken et al. 2015). Our findings also revealed the complexity of the work tasks 
for NQTs in their first year. These NQTs expressed varying needs for support and to 
have the answers as soon as possible, as was found by recent research (Colognesi, Van 
Nieuwenhoven, and Beausaert 2020, Thomas, Tuytens, Moolenaar, et al. 2019). Our 
results also showed that the NQTs among the new Norwegian teachers with a master’s 
degree did not perceive themselves as less competent than experienced teachers, and 
neither did they generally withdraw from collaboration, as indicated by earlier research 
about the previous four-year teacher education (Caspersen and Raaen, 2014). The 
NQTs in our study described that they in the right context even brought updated 
research knowledge from their education into the schools, which was a finding that 
was also supported by Kelchtermans (2019). The NQTs expressed that they had 
interest, knowledge and ability to collaborate with different teachers, and from their 
work with their master’s thesis, they had increased their ability to find and use 
updated research and knowledge about teaching and other related tasks. However, 
for NQTs in their work to contribute new knowledge there needs to be an interest and 
reception from colleagues for new insights and updated research knowledge, and such 
recognition can develop resilience, as Beltman, Mansfield, and Price (2011) and Le 
Cornu (2013) determined.

In addition to recent research about the importance of formal induction and mentoring 
support for NQTs (Kutsyuruba, Walker, and Godden 2019), this study highlights the role of 
close collegial ties, which has been supported by recent research (Thomas, Tuytens, 
Devos, et al. 2019, Colognesi, Van Nieuwenhoven, and Beausaert 2020, März and 
Kelchtermans 2020). However, the results indicated that the various induction practices 
in Norwegian primary and secondary schools end up being highly unpredictable for NQTs 
as to what they can expect of support and collaboration from their colleagues and 
mentors, as also found by Rambøll (2020).

Limitations

Findings from qualitative studies are generally not valid for all contexts and organisations. 
However, a detailed description of this specific case makes it possible for others to use the 
findings in understanding similar social contexts, which has been described as naturalistic 
generalisation by Stake and Trumbull (1982). Yet, our study has some limitations. Sample 
bias is a possible factor, as the 42 NQTs participated voluntarily after an open invitation. It 
is possible that our informants were the most motivated and skilled NQTs. Moreover, 
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describing practices from interview studies has limitations (Desimone 2009), and the 
informants’ descriptions of their induction in schools may have included misconceptions 
or lacked accuracy. The differences amongst the informants’ oral descriptions of working 
in solo, collaborative and collective practices could be less clear in practice, especially as 
the theory of practice architectures brings a frame for analysis, but the sayings, doings and 
relating’s hang together in the projects of practices and, as such, are difficult to separate.

Managing a huge amount of data can be demanding in terms of comprehensively 
determining and describing all the variation in the material. We used text search to 
identify relevant data in the interviews but also reread all the interviews later to make 
sure we got all relevant data. We argue that a change in the analysis approach would have 
given the same outcome as we obtained by searching for different or alternative findings. 
To add to this argument, we found support from Bazeley (2007) and Braun and Clarke 
(2019) that important findings that are not found early will reveal itself during the refining 
and reviewing phases of the analysis. We also analysed the data over several years. In 
addition, there was a strength in having 42 informants in a qualitative interview study. As 
the researchers questioned each other but found consensus in the analysis, this contrib
uted to researcher triangulation as described by Creswell and Miller (2000) and strength
ened the inter-rater reliability of the analytical work.

The study used a practice theory approach by applying the theory of practice archi
tectures to discuss the informants’ descriptions of their perceived induction. However, 
direct observations of the NQTs or additional data from colleagues or leaders in their 
school could have provided a wider and more nuanced perspective for the analysis. Also, 
two of the researchers who conducted the interviews were supervisors for a smaller 
number of the informants (7), and this may have influenced their responses. However, 
the interviews were conducted after the supervising relationship had ceased, and the 
informants gave open and frank answers involving both negative and positive experi
ences. Two of the authors did not have any relationship with the informants.

Implications for further research

The theory of practice architectures would be relevant in further investigations about the 
induction of NQTs. The theory enables a shift in focus from the individual and their work 
to understanding the role of schools’ various practices or projects. Further research could 
address the role of mentors, principals, and management in promoting collaborative and 
collective practices that include the NQTs in their induction. It could also investigate and 
develop a systematic collective approach for the support of NQTs in schools in Norway 
and elsewhere, as our findings revealed differences between policies and practices related 
to mentoring and informal learning in schools.

Implications for induction

To strengthen the induction process, policymakers and schools need to promote profes
sional collaboration and informal learning to involve colleagues and NQTs, as has also 
been claimed by Thomas, Tuytens, Devos, et al. (2019). The NQTs require access to 
colleagues that can help them, contribute with ideas, and answer questions when 
needed, especially related to their class and subjects. Our results indicate that schools 
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that work according to a collective practice not only promote better professional colla
boration amongst teachers but also promote NQTs’ reflective autonomy as claimed by 
(Vangrieken and Kyndt 2020). Our results also revealed how material-economic factors 
matter for the induction of NQTs, for example, what kind of team they belong to, where 
they are placed and with whom they share offices. Social-political factors in the form of 
relationships amongst colleagues who are open to new findings, ideas, and curiosity, as 
well as willing to recognise each other, have a positive impact on the induction of NQTs. 
Thus, the school’s architecture or co-work related to a class or subjects matters for the 
NQT’s choice of partnership. Also, the NQTs could benefit from having the opportunity of 
choosing their own mentors, as claimed by Colognesi, Van Nieuwenhoven, and Beausaert 
(2020). Our study indirectly indicates that schools need to either appoint trained mentors 
or allow informal and/or formal mentor relationships to form organically.

Knowledge sharing, or what März and Kelchtermans (2020) have termed networking 
inside schools, can also be described in terms of theories of transactive memory systems 
(Peltokorpi 2008, 382), which involve the degree to which actors in organisations know 
who knows what and who knows whom. A further implication of this finding is that NQTs 
benefit from information about the diversity of knowledge distribution inside schools that 
helps them to find information, gain support and establish real collaboration for devel
opment, which has also been documented by Thomas, Tuytens, Devos, et al. (2019).

Conclusions

Our research question concerned how the NQTs experience of being stirred into 
induction practices in their school. The results revealed three induction practices: 
solo, collaborative and collective practices. Our results indicated that teachers with 
a master’s in a R&D-based teacher education are prepared to bring updated subject 
and didactical knowledge as well as ideas for collaborative practices to their schools, 
and that the schools’ site-specific practice architectures ‘stir’ these NQTs into different 
induction practices.
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