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Abstract 
The professional literature describes the complexity of the induction process 
and the importance of support systems for beginning teachers (BTs). The ar-
ticle discusses a unique self-determination theory (SDT)-based intervention 
program of learning communities (LC), called Multi-Players Induction 
Teams (MIT) that operate in schools. The program was developed and im-
plemented as part of the international Proteach Program (Erasmus+ Project, 
European Union). It was led by a college of education in Israel, and has been 
researched as a three-year case study in one high school. Each year, 30 - 40 
BTs, mentors, administrators, and policymakers participated in the program. 
The main tool employed in the study was a semi-structured interview. Addi-
tional tools included the workshop facilitators’ end-of-year reports, meeting 
minutes and the participants’ reflective journals. The findings show collabor-
ative systemic work between the school and the policymakers in its locality. 
The absorption of BTs into the school contributed to improved school cli-
mate, and became part of school culture. Additionally, organizational struc-
tures promoting BT absorption were established at the school, and a 
need-supportive environment was established in both the MIT and the 
school. BTs and mentors express a sense of need satisfaction. The MIT af-
fected the BTs’ positioning at the school as influencing figures who led mea-
ningful educational initiatives. The findings present a unique model of LCs 
that support teachers during their induction period. They can promote 
processes for integrating BTs into the education system as autonomous and 
proactive teachers by creating an environment that supports the psychologi-
cal needs of BTs and experienced teachers alike. 
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1. Introduction 

Imagine ten interns and new teachers leading a teachers’ lounge of 150 expe-
rienced high-school teachers, and demonstrating a new experiential learning 
method. This presents a different picture to that depicted in numerous studies 
reporting on the difficulties accompanying the absorption of beginning teachers 
(BTs)1 into schools (De Neve & Devos, 2017). However, as it transpires, it is 
possible to promote BTs to become proactive, involved, and lead meaningful 
processes at the school, and experienced teachers can learn from newcomers 
(Ulvik & Langørgen, 2012). These aspects are discussed in the present article. 

The professional literature describes the complexity of the induction process 
(Flores, 2017), and the importance of support systems for BTs (Kutsyuruba et 
al., 2017; Mcdossi & Kaplan, 2019; Thomas et al., 2019). 

The present article focuses on a new and unique support model, namely pro-
fessional learning communities (PLC or LC) comprising interns, new teachers, 
mentors, school administrators, and policymakers called Multi-Players Induc-
tion Teams (MIT). The model was developed and implemented in Israel as part 
of the international Proteach Program (Erasmus+ Project, European Union), in 
collaboration with MOFET Institute, Ministry of Education, six academic col-
leges of education in Israel, Kaye, Beit Berl, Gordon, Sakhnin, Kibbutzim, and 
Talpiot, and four universities in Europe, University of Bucharest in Romania, 
University of Exeter in England, Tallin University in Estonia, and University of 
Salzburg in Austria. The model focuses on processes of growth and thriving, in 
contrast to problem-centered interventions (Collie & Perry, 2019; Deci & Vans-
teenkiste, 2004). The article discusses the self-determination theory (SDT)-based 
intervention program led by Kaye Academic College of Education (Ryan & Deci, 
2017), and demonstrates it through one school in which it was implemented. It 
describes the intervention model, and its effects on the school’s BT absorption 
culture, and on the teachers’ motivational world. The article begins with a de-
scription of the world of BTs, followed by the rationale for establishing MITs, 
and finally the intervention program itself. 

2. Theoretical Background 
2.1. The World of BTs: From Dream to Survival 

The first years in teaching are considered one of most challenging periods in a 
teacher’s career. Many BTs experience difficulties and concerns (Aarts et al., 
2019; Schmidt et al., 2017). They come to teaching imbued with a sense of mis-

 

 

1The term “beginning teachers” refers to both “interns” and “new teachers” (first year after intern-
ship). All three terms will be used in this article. 
 

https://doi.org/10.4236/ce.2021.1211198


H. Kaplan et al. 
 

 

DOI: 10.4236/ce.2021.1211198 2659 Creative Education 
 

sion, but their dreams and ideals quickly turn into a daily struggle for survival 
(Kaplan, 2021a). Studies show that during this period, the new teachers’ en-
counter with the school causes feelings of dissatisfaction and frustration (e.g., 
Pillen et al., 2013). These feelings stem from the gap between school reality and 
the professional knowledge, sense of competence in teaching, vision, and values 
with which the teachers have equipped themselves during their training at a col-
lege of education. New teachers encounter pedagogical, emotional, and social 
difficulties, and find it hard to adjust to the school’s organizational culture (De 
Neve & Devos, 2017). 

Coping difficulties during this stage may result in teachers dropping out of the 
education system, especially quality teachers, a troubling phenomenon in many 
countries around the world (Boe et al., 2008; Sperling, 2015), and to impaired 
sense of wellbeing and professional functioning (Kaplan, 2021a). 

2.2. Beginning-Teacher Support Systems 

Support programs for BTs differ from one another in aspects such as target pop-
ulation, duration of the program, its components, and who is developing and 
leading the program, e.g., school or academic institution. In some cases, they are 
national or district initiative (Fresko & Nasser-Abu Alhija, 2015; Howe, 2006; 
Sela & Harel, 2018). The most prevalent support system is mentoring 
(Kutsyuruba et al., 2017). 

The mentors support BTs in professional, emotional, organizational, and so-
cial aspects, provide feedback, and, in Israel, they also evaluate the BTs (Ford, 
2017). Mentors’ support was found to be associated with various positive out-
comes among BTs, e.g., increased sense of professional efficacy, teacher enthu-
siasm, job satisfaction, and reduced emotional exhaustion (Burger et al., 2021; 
Richter et al., 2013), as well as improved teaching practices (Alegado & Soe, 
2021). 

The literature presents additional programs that have been developed around 
the world, e.g., internet support from peers and mentors (Herrington et al., 
2006), participating in group workshops (Lazovsky & Zeiger, 2004), peer group 
mentoring with mentors and BTs (Pennanen et al., 2017), and others. 

In light of the difficulties BTs experience, the Israel Ministry of Education, in 
collaboration with the academic colleges of education, established support 
frameworks during the induction period, including participation in an intern 
workshop, and in a new-teacher workshop a year after internship. Additionally, 
every BT is supported by a teacher-mentor. Studies show the contribution of 
such programs to BTs’ emotional, professional, and organizational adjustment, 
and to improved teaching methods (Abu Ras, 2010; Fresko & Nasser-Abu Alhija, 
2015; Ingersoll & Strong, 2011; Kaplan et al., 2016). In Israel, the BT dropout 
rate has declined over the years, following internship and participation in intern 
workshops (Central Bureau of Statistics, Israel, 2019). 

Another support system focuses on professional learning communities (PLC) 
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of new teachers, where teachers come together to promote their professional 
learning (Stoll et al., 2006). The roots of these learning communities trace back 
to early organizational learning theories, such as the work of Argyris and Schön 
(1978) and others. 

PLCs are widely acknowledged frameworks for developing schools, and pro-
moting teaching and learning (Antinluoma et al., 2021; Turner et al., 2018). 
These communities are based on trust and partnership, and facilitate a critical 
examination of teaching processes, as well as development of new knowledge, 
skills, and practices (Fresko & Nasser-Abu Alhija, 2015). They lead to improved 
school efficiency, improved teaching practices, free expression of opinions, and 
participative decision making (Antinluoma et al., 2021), as well as improved 
student achievements (Lomos et al., 2011). 

Most studies on PLCs of BTs use a school organizational lens or social net-
work approach to examine BTs’ experiences (e.g., Baker-Doyle, 2011; Frank et 
al., 2020; Qian et al., 2013). Moreover, an examination of the professional litera-
ture reveals that numerous studies on PLCs focus on the school as a community, 
and on the entire teaching staff, and to a lesser degree on communities of BTs, 
specifically communities combining BTs, mentors, administrators, and policy-
makers, that operate in the schools, as in the present study. 

Studies on BTs generally focus on homogenous groups of BTs (e.g., Fresko & 
Nasser-Abu Alhija, 2015), or communities outside the school, e.g., an online 
community of BTs (Herrington et al., 2006), or examine a specific aspect asso-
ciated with the effect of the school community on BTs and on their teaching 
(Qian et al., 2013). 

Furthermore, the research literature generally focuses on the prominent cha-
racteristics of PLCs, e.g., shared values and vision, teaching practices, reflective 
professional inquiry, collaboration, and promoting the learning of teachers or 
students. Very few studies on PLCs of teachers examined aspects of teachers’ 
wellbeing, thriving, and motivation (Owen, 2016). Additionally, despite the ex-
tensive literature on the subject, it is still unclear how PLCs develop, and what 
are the change mechanisms that lead to professional and cultural improvement 
(Turner et al., 2018). 

The present study describes a new SDT-based support model of school-based 
PLCs called Multi-Players Induction Teams, which was developed in Israel. SDT 
is a motivational theory that engages with the conditions that enable people to 
develop and thrive (Ryan & Deci, 2017), and conditions that facilitate organiza-
tional change (Assor et al., 2018). These aspects are unique to the present study. 

2.3. Basic Premise: A Psychological Need-Supportive Environment 

The organizing conceptual framework of the Proteach model led by Kaye Induc-
tion Unit at Kaye Academic College of Education is SDT (Deci & Ryan, 2000; 
Ryan & Deci, 2017). According to SDT, people have three universal basic psy-
chological needs: autonomy, relatedness and competence. Satisfaction of these 
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needs, by means of support from the environment, contributes to optimal devel-
opment, autonomous motivation, sense of wellbeing, quality engagement, and so-
cial adjustment, as well as processes of integrating and internalizing behaviors and 
values, namely identity construction processes (Kaplan, 2018, 2021b; Kaplan & 
Assor, 2012; Assor et al., 2018; La Guardia, 2009; Reeve, 2006; Ryan & Deci, 2017). 

The need for relatedness is the individual’s experience of having close, secure, 
and satisfying relationships with others in their social environment, and their 
desire to feel connected and to be part of a community. The need for compe-
tence is the experience of effectance and mastery, and the individual’s desire to 
view themselves as capable of realizing intentions, plans, and objectives. The need 
for autonomy is the experience of self-determination, authentic self-expression, 
meaning, freedom of choice, and ownership in one’s actions. On a deeper level, 
it is the individual’s need to feel that their main actions are consistent with their 
basic needs, interests, inclinations, and values (Reeve & Assor, 2011; Ryan & De-
ci, 2017, 2020). 

SDT emphasizes the quality of motivation, and therefore refers to different 
motivation types, which are classified according to the individual’s level of 
self-determination, i.e., the degree to which they feel that their activity emerges 
from their authentic inner desires (Deci & Ryan, 2000). Autonomous motivation 
is a state wherein the individual experiences a sense of choice, will, and 
self-determination, and acts from identification with the value or behavior 
(identified motivation), or from inner interest and profound satisfaction (intrin-
sic motivation). Controlled motivation is a state wherein the individual acts 
from a sense of coercion, pressure, hope for reward, and extrinsic commitment 
(extrinsic motivation), or from inner pressure, feelings of shame and guilt, and a 
desire to gain intrinsic or extrinsic appreciation (introjected motivation). 

Behaviors stemming from extrinsic motivation can become self-determined 
through a process of internalization (Deci & Ryan, 2000), an active process 
wherein beliefs, values, behaviors, and even demands that were previously driven 
by extrinsic motivation, become an integrative part of the self. The individual 
perceives the action as consistent with their identity, and as important in rela-
tion to other actions (integrative/autonomous motivation). Internalization is a 
major process in working with BTs, where emphasis is placed on promoting au-
tonomous motivation for teaching. 

The SDT approach is based on research (Ryan & Deci, 2017, 2020), including 
studies conducted in Israel (e.g., Kaplan, 2018, 2021a, 2021b; Kaplan & Madjar, 
2017; Roth et al., 2007). Studies on in-service teachers focused on school envi-
ronments as either supporting or frustrating teachers’ needs (Ryan & Deci, 
2017), and on the association between teachers’ need satisfaction and autonom-
ous motivation, and a range of outcomes associated with teachers’ functioning 
(Aelterman et al., 2016; Klassen et al., 2012; Van den Berghe et al., 2014). In var-
ious studies, autonomous motivation in teaching has been linked to a range of 
positive outcomes, e.g., sense of self-accomplishment (Roth et al., 2007), job sa-
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tisfaction and wellbeing (Nie et al., 2014), and to teachers’ support for students’ 
autonomy (Pelletier et al., 2002; Roth et al., 2007; Van den Berghe et al., 2014). 
Relatively few studies have focused on BTs, and their findings were similar (e.g., 
Fernet et al., 2016; Kaplan, 2021b; Kaplan et al., 2016). 

2.4. The Context of the Present Study: The Proteach Program and 
the MIT Model-Multi-Players Induction Teams 

Proteach is an international program and part of the European Union’s Eras-
mus+ Project. Participants in the program include interns and new teachers, the 
school principal and other administrators (e.g., counselor, year coordinators), 
mentors, experienced teachers, and staff from the academic college of education. 
Policymakers are also involved, e.g., Ministry of Education superintendents, 
head of the local authority education department, and figures from the commu-
nity. Together they form a unique PLC that has been named Multi-Players In-
duction Team, or MIT. 

MITs are a new support model that began developing in Israel in recent years 
(Imanuel, 2019). They are founded on principles of community and collabora-
tion, and are led collaboratively by the academic colleges of education, the Min-
istry of Education, MOFET Institute, local authorities, and the schools where the 
interns and new teachers are being absorbed. There are various MIT models for 
school and kindergarten BTs, including school-based MITs operating in one or 
several schools, and locality-based MITs. 

The MIT model is grounded in a clinical approach that promotes BTs’ expe-
riences as close as possible to the ecological context in which they act (Imanuel, 
2019). The MIT is a PLC that shares a vision and goals, and facilitates processes 
of professional identity construction through reflective dialogue. It enables 
teachers to learn about the school culture (norms, expectations, regularities), as 
well as the unique cultural context of the school’s or the locality’s population, 
and the MIT’s content is adapted to these characteristics. 

The primary aim of the MITs is to strengthen the voices of interns and new 
teachers. The term “voice” is a metaphor for the notion of autonomy. In this 
context, Reeve and Assor (Reeve & Assor, 2011) defined the need for autonomy 
as the individual’s striving to realize authentic values, abilities, goals, and inter-
ests, and to actively and exploratively form aims, outlooks, values, and new 
plans. Consequently, strengthening the voices of BTs means supporting their 
positioning at the school as autonomous individuals who are realizing the abili-
ties, values, and ideals they bring to teaching, and continuing to construct their 
identity. The MIT community enables teachers to realize their autonomy through 
group guidance principles and methods, by promoting their proactiveness, and 
supporting the planning and implementation of educational and social initiatives. 

2.5. Group Guidance Principles and Methods in MITs 

The principles and methods developed in the project to provide autonomy sup-

https://doi.org/10.4236/ce.2021.1211198


H. Kaplan et al. 
 

 

DOI: 10.4236/ce.2021.1211198 2663 Creative Education 
 

port, and sustain or promote autonomous motivation among BTs, are based on 
previous studies (e.g., Assor et al., 2002; Kaplan & Assor, 2012; Reeve, 2006; 
Reeve & Cheon, 2021; Ryan & Deci, 2020). Numerous studies across multiple 
settings and domains show the benefits of psychological need support for human 
motivation, growth, and wellbeing (Ryan & Deci, 2017, 2020). Numerous studies 
have been conducted among students, and focused on teacher behaviors (e.g., 
Assor et al., 2002; Reeve, 2006), counseling and psychotherapy (Ryan et al., 
2011), and mentoring (Kaplan & Israel, 2020). 

Principles implemented in working with groups of BTs include: 
Autonomy Support 

• A flexible syllabus built in collaboration between school staff, interns, and 
new teachers, and the agenda, content, and processes in the group are jointly 
determined with the teachers. 

• Activities include discussion of relevant authentic cases from the school, 
class, or the community. 

• The dialogue in the group facilitates free expression of views and opinions, 
and an authentic emotional discourse. 

• The group facilitator and school staff support the teachers’ proactiveness and 
initiatives. 

• The dialogue in the group facilitates identification of the teachers’ fields of 
interest, strengths, and inner resources. 

Relatedness support 
• Emphasis on building the group as a safe place that enables safe dialogue. 
• Emphasis on experiences that promote acquaintance and establish a commu-

nity of BTs typified by empathy, consideration, caring, and mutual support. 
• Reflective dialogue in the group, sharing experiences and feelings. 

Competence support 
• The dialogue in the group promotes positive thinking, conceptualization of a 

difficulty or problem as a strength-based challenge. 
• Teachers receive growth-promoting feedback (specific, non-judgmental). 
• The group facilitator and school staff encourage the teachers to set optimal 

challenges (in teaching, initiatives). 
• Emphasis on reducing social comparison, and on a non-competitive task 

structure. 

2.6. Prompting Proactive Involvement, and Support for Planning 
and Implementing Educational Initiatives 

One of the key principles in the program is the reinforcement of BTs’ active and 
proactive engagement as a way of strengthening their voices. Thus, it promotes 
the planning and implementation of initiatives for the benefit of the school/class, 
or the community/locality. 

According to SDT, leading initiatives is a means of supporting psychological 
needs, and fostering teachers’ autonomous motivation (Ryan & Deci, 2017, 
2020). When teachers experience need satisfaction, taking initiative is more like-

https://doi.org/10.4236/ce.2021.1211198


H. Kaplan et al. 
 

 

DOI: 10.4236/ce.2021.1211198 2664 Creative Education 
 

ly to be internalized and become a way of life, rather than dissipating once the 
project ends (Assor et al., 2018). Therefore, it is important for the teachers’ 
needs to be supported by the group facilitator, the principal, and the experienced 
teachers during the process of coming up with an idea, planning the initiative, 
and implementing it. The initiative should be based on the new teacher’s fields 
of interest, talents, ideals, values, and strengths, rather than imposed on them, 
and should be relevant to their work, while also facilitating development of new 
fields of interest (autonomy support). The initiative enables optimal challenges 
to be set, new skills and abilities to be learned, growth-promoting feedback, and 
an experience of success (competence support). The process strengthens ac-
quaintance and collaboration between experienced teachers and BTs (relatedness 
support). 

In the process of choosing an initiative, the teachers also examine the school’s 
needs, values, and characteristics, and attempt to create balance between them 
and their fields of interest. The process is accompanied by a reflective and ex-
plorative dialogue (Kaplan & Assor, 2012; Kaplan et al., 2016) that focuses on 
aims, values, ideals, and dreams concerning education and teaching, identifying 
gaps, and a discussion on how the initiative can reduce these gaps. 

According to Fullan (2007), teachers can be effective agents of change. Teach-
ers possess inside knowledge concerning the students and their needs, the curri-
cula, and the school, which can bring about the kind of improvement that they 
and their colleagues need (Turner et al., 2018). Encouraging new teachers to 
promote educational initiatives is based on belief in their abilities and the inner 
resources they bring to teaching. It is a way of promoting teachers as agents of 
change in the school, even though they are just starting their career as teachers. 

3. The Present Study 

The present study discusses an intervention program that operated in a six-year 
high school located in a major city in Israel’s south. Over the years, the program 
was accompanied by a qualitative evaluation study employing an instrumental 
case study research design (Yossifon, 2016). 

The intervention included operating a workshop for the MIT community (in-
terns, new teachers), a two-year training course for teacher-mentors, joint 
meetings of interns and new teachers and their mentors, and joint meetings with 
the school administrative and teaching staff. Systemic work was also carried out, 
and support mechanisms for the absorption of BTs were established at the 
school. 

This article presents findings associated with the effects of the MIT on school 
culture, BTs’ and mentors’ experiences of psychological need support or sup-
pression, BTs integration into the school, and the contribution of the mentoring 
they received. The research questions were: How was the systemic work at the 
school expressed? What is the MIT’s contribution to the BTs’ and mentors’ ex-
periences of need satisfaction (competence, relatedness, autonomy)? What is the 
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MIT’s contribution to the school? 

4. Method 
4.1. Participants 

The participants were interns, new teachers, mentors, administrative staff, poli-
cymakers, and the MIT staff (group facilitator, absorption coordinator). 

The BTs and mentors taught a variety of subjects at the school, in the sciences 
and humanities, languages, and so on. In most cases, the mentors mentored BTs 
from the same discipline. The administrators participating in the study were the 
school principal, the vice principal, the school counselor (who was the absorp-
tion coordinator), and the grade coordinators. Most of the interns went on to 
become new teachers at the school, and continued participating in the MIT in 
their second year as well. 

The study was conducted in a high school in Israel, where secondary educa-
tion is from 7th to 12th grade. The school comprises a junior high school (7th-9th 
grade) and senior high school (10th-12th grade). The studied school population 
comprises about 1900 students and 200 teachers, and is typified by its cultural 
and socioeconomic diversity. 

Table 1 shows the composition of interns, new teachers, and mentors at the 
school during the three-year intervention. 

4.2. Research Tools 

The main tool was a semi-structured interview with interns, new teachers, men-
tors, administrators, and the head of the local authority education department. 
Over three years, some of the interviewees were interviewed more than once, 
e.g., once as interns, and once as new teachers. The school principal was inter-
viewed several times. A year after the project ended, additional interviews were 
held with the school principal, the absorption coordinator, an intern, and a 
mentor. 

The interview with the BTs began with a broad question: “Tell your story as a 
beginning teacher this year”. Later, the teachers were asked open questions 
about their feelings as BTs, their absorption at the school, the mentoring they re-
ceived, educational initiatives, and the workshop. The interview with the teach-
er-mentors also began with a broad question: “What does being a teacher-mentor  

 
Table 1. Composition of participants at the school during the three-year intervention. 

Year 1 Year 2 Year 3 

13 interns and 4 new 
teachers (17 BTs), 15 
women and 2 men. 

7 interns and 14 new teachers 
(21 BTs), 18 women and 3 
men. 

11 interns and 6 new teachers 
(17 BTs), 15 women and 2 
men. 

Every teacher was 
supported by a mentor. 

Mentor course for 20 
teacher-mentors who 
mentored the BTs. 

Continuation of mentor 
course; Every teacher was 
supported by a mentor. 
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mean for you?” Later, they were asked open questions about the choice to be-
come a mentor, and about the mentoring and absorption of BTs at the school, 
the course, and the BTs’ initiatives. 

Additional research tools include the workshop facilitator’s end-of-year re-
ports. These reports included an analysis of the process that took place at the 
school during the year, a description of the main activities, the degree to which 
goals were achieved, quotes from the teachers’ feedback, and more. Another tool 
was the meeting minutes. Additionally, the participants kept reflective journals, 
in which they wrote about their thoughts, feelings, and experiences in the MIT 
meetings, at the school, in teaching, their contact with various figures, difficul-
ties, challenges they faced, and more. 

Table 2 shows the interviews conducted at the school during the three-year 
intervention. 

4.3. Procedure and Ethics 

The data were collected by evaluators who were not involved in the program. 
The data analysis and summary were conducted by an evaluation coordinator. 
The teachers were informed of the evaluation processes that would be accompa-
nying the program, gave their consent, and signed informed consent forms. The 
interview transcripts were not passed on to the school administration or the faci-
litators. The positions of policymakers who were interviewed for the study are 
not stated in the article in order to protect their identity. 

4.4. Data Analysis 

The interviews underwent thematic content analysis (Kacen & Krumer-Nevo, 
2010; Shkedi, 2003), by years and by membership group. Findings obtained from 
the other research tools were incorporated into the themes that emerged. For 
example, information about topics associated with systemic work was supported 
by the program’s protocols. 

Analysis of the interviews comprised a number of stages (Creswell & Poth, 
2018). In the first stage, a holistic reading of each interview was carried out. In 
the second stage, the information was classified into units of meaning according 
to themes, and initial categories were created. In the third stage mapping analy-
sis was carried out in order to formulate the full array of categories. The data 
analysis methodology partially focused on criteria (Shkedi, 2014): some themes 
stemmed from SDT, e.g., feelings of need satisfaction. A directed approach to  

 
Table 2. Interviews conducted during the three-year intervention. 

Year 1 Year 2 Year 3 Year 4 (after the end of 
the project) 

8 interns and new 
teachers; 3 
administrators 

8 interns and new 
teachers; 5 mentors; 4 
administrators 

7 interns and new 
teachers; 3 
administrators 

2 administrators; 1 
beginning teacher and 1 
mentor-mentee pair 
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content analysis is widely used to probe qualitative content (Hsieh & Shannon, 
2005). 

To examine the study’s reliability, at the beginning of the process the research 
team jointly analyzed five interviews. Disagreement regarding the themes that 
were extracted, or suitable quotations for each theme, were discussed until 
agreement was reached. This process facilitated an examination of the degree of 
inter-researcher reliability, and formulation of the analysis guidelines (e.g., how 
to classify a quote that is suitable for more than one theme). 

5. Findings 

The Findings section comprises six themes: Theme 1 focuses on systemic work 
in collaboration with policymakers; Theme 2 describes the effects of the MIT on 
school culture, and focuses on outlooks and values, as well as structural aspects 
associated with the BTs’ optimal absorption; Theme 3 refers to experiences of 
psychological need satisfaction in the MIT community; Theme 4 describes expe-
riences of need satisfaction in relation to the school and teaching; Theme 5 en-
gages with the BTs’ initiatives as a means of supporting their psychological 
needs; and Theme 6 focuses on mentoring supporting the psychological needs of 
BTs and experienced teachers. 

Theme 1: Systemic work in collaboration with policymakers 
The findings indicate that work at the school was characterized by systemic 

work in collaboration between the school administration, Ministry of Education 
superintendents, and the head of the local authority education department. The 
policymakers acknowledged the MIT’s contribution to the quality of the teach-
ers’ teaching, and to the school. A key educational figure in the school’s locality 
said: 

The MIT has importance in aspects of professionalism, support, connection 
with the teacher him/herself, the institution, and the community […] The 
program meshes with the worldview and values leading education in the 
city […] We’re transforming the new teachers into agents of change in the 
schools. The MIT enables a community to be formed that provides a sense 
of belonging and relevance. The dialogue between academia, teachers, and 
decision makers is welcome. This is a successful intervention that should be 
systematically passed on to other places. (Interview, Year 3) 

The importance of involving various elements in improving the absorption 
processes was expressed in a meeting of the school management committee at-
tended by representatives of the Ministry of Education, the local authority, and 
the school administration. 

The MIT was presented at a management committee meeting, which was 
also attended by the school’s superintendent, and the head of the city’s 
education department. The principal began by giving some background on 
the MIT, then the counselor presented the subject of mentoring and its 
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contribution, and then a mentor and an intern presented their mentoring 
relationship, which expressed a response to their psychological needs. Then, 
two interns presented their initiative, which they conceived together during 
their internship. (Meeting minutes, management committee, Year 2) 

The MIT became known in the city and the Ministry of Education, as de-
scribed by the school principal: 

We describe the program at every opportunity when the school’s work pro-
gram is introduced. The municipality and the Ministry of Education are 
familiar with the program. It’s important to me to present the MIT, maybe 
because it’s process work that’s become part of the school culture […] On 
many occasions the superintendent has sent people to us to see the model 
we’ve developed. (Interview, school principal, Year 3) 

Theme 2: Effects of the MIT on school culture 
The findings show that absorption of BTs has become part of school culture. 

This is evidenced in the connection between absorption and the school’s basic 
premises and values, links between the college’s and the school’s outlooks, estab-
lishment of a common language, and in the new regularities that have been in-
corporated into the school. 

The findings indicate a connection between the aims of the MIT and the 
school’s vision, which places emphasis on supporting the teachers’ and students’ 
autonomy. The school administration recognizes the benefits of the MIT, and 
allocates time and human resources to it. The teachers report on support from 
the principal, mentors, administrators, and experienced teachers. The MIT con-
tributed to the creation of an optimal school climate. The school was awarded a 
prize for absorption from the Ministry of Education, which attests to the MIT’s 
visibility and contribution to the school and the BTs. 

The benefits of the MIT and its effect on school climate are described by the 
principal: 

There’s no doubt that turning the school into an MIT, where the teach-
er-mentors are teachers from the school, is a huge advantage. The partner-
ship and the MIT model promoted the way new teachers are absorbed into 
the school, and quite naturally, this affects the climate in the entire school. 
(Interview, Year 3) 

The principal emphasized the connection between the school’s vision and the 
MIT: 

I see the MIT as a means for making the school’s vision and its aims ac-
cessible to the BTs, as well as the mentors. The first years in teaching are 
difficult. Engaging with the school’s ideology already at this stage facilitates 
more optimal absorption. An intern who’s preoccupied with survival, that 
has no connection to the school’s vision and aims, can’t develop a channel 
of personal aims with an optimistic eye to the future. (Interview, Year 4) 
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The MIT projected onto relationships between the teachers, and onto the 
school climate, as described by the principal: 

The school is typified by considerable differences between the teachers. The 
MIT facilitated social interactions between the different groups, brought 
experienced and new teachers closer to each other, and strengthened the 
teachers’ sense of belonging. The MIT connects with the school’s vision, 
which places emphasis on promoting the teachers’ autonomy, while 
strengthening their competence in teaching. (Interview, Year 3) 

A new teacher attests to an absorption culture at the school, and describes 
how he was welcomed at the school from his very first day there: 

The moment I entered the school, I was introduced to all the figures and 
administrators I would come into contact with during the year. Since my 
first day at the school, and to this day, I feel I’ve always got someone I can 
turn to, there’s support and help from everyone around me. (Interview, 
Year 2) 

The absorption coordinator refers to the new language that has been estab-
lished, the uniform messages conveyed to the teachers, and the MIT’s effect on 
the teachers’ sense of belonging: 

The fact that the beginning-teacher workshop is held at the school is a key 
factor in improving the absorption processes. The school staff’s accessibility 
strengthened the connections between the college and the school, and pro-
moted one language and uniform messages. The MIT strengthened the 
teacher’s sense of belonging to the school. (Interview, Year 2) 

The systemic work was typified by establishing mechanisms, regularities, and 
events associated with optimal absorption, indicating that the absorption of BTs 
is a central subject at the school. An absorption coordinator was appointed (the 
school counselor), an absorption team was established, and a mentor training 
course was held at the school that emphasized need-supportive mentoring. 
Mentoring regularities were established: assigning mentors at the beginning of 
the year, and regular mentor-BT meetings throughout the year. Joint meetings 
between administrative and teaching staff were held at the school, where the ab-
sorption of new teachers was discussed (e.g., an experiential learning session led 
by new teachers, presentation of initiatives, and more). Additionally, an annual 
program for the absorption of new teachers was formulated, which details the 
rationale, aims, mechanisms, and activities throughout the year, and a website 
on absorption matters was built (information based on program protocols and 
documents). 

Some of the mechanisms focused on collaborations between the school and 
the college, which led to continual improvement in absorption culture, in the 
nature of the collaborations, and in their significance. This aspect is described by 
the principal: 
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The workshop facilitator and the absorption coordinator worked closely 
together over the years. Their work was typified by understanding, mutual 
respect, and collaboration. This way of working brings the MIT even closer 
to the school, and helps to provide responses to school needs. (Interview, 
Year 3) 

The absorption coordinator relates that mentoring has become part of school 
culture: 

Assigning teachers to mentors at the beginning of the year, and generally, 
the importance of consistent mentoring at regular times, is something that’s 
part of the school culture. Our principal is in the picture, and involved in 
the considerations concerning the program. (Interview, Year 4) 

Theme 3: Experiences of need satisfaction in the MIT community 
The workshop-oriented process in the MIT is perceived as need-supportive of 

the relationships between the teachers themselves, as well as between the teach-
ers and the group facilitator. The interviewees note the sense of belonging they 
developed towards the other group participants, and describe a need-supportive 
guidance process: attentiveness, supporting relevance, emotional, social, and 
professional support, and encouraging choice, collaborations and mutual learn-
ing, involvement in decision making in the group, and exploration processes. 
This support leads to a sense of need satisfaction, and satisfaction in general. 
Expressions of identity construction processes are also evident. 

The participants experienced an autonomy-supportive process. The workshop 
facilitator describes a variety of ways in which the need for autonomy is sup-
ported: 

Sense of autonomy was supported in different ways: every meeting began 
with an activity that was planned and led by one of the teachers, and a team 
was appointed to represent the group in a joint discussion with the group 
facilitator on selected content. The group’s “voice” was heard regarding the 
choice of different topics, such as contending with class management prob-
lems, and giving room for a problem-solving model proposed by an intern, 
teachers leading initiatives, holding a social gathering outside the school, 
which was led by two interns, and more. (End-of-year report, workshop fa-
cilitator, Year 2) 

At the end of Year 2, the MIT participants attest to an increased sense of au-
tonomy and competence, in personal and professional aspects alike: 

The workshop was very powerful for me, I understood a great deal about 
myself as a teacher, I realized I sometimes work on autopilot, without emo-
tion, I realized I need to listen more, and I learned to listen to myself more. 
(Reflective journal, intern) 

The group facilitator describes how she worked with the group on the need 
for relatedness: 
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The teachers’ need for relatedness was evident. The processes in the group 
built up the sense of confidence and trust. We delved into acquaintance 
processes, and built up the group. The meetings with the school adminis-
tration, and the initiatives the teachers led, supported their sense of be-
longing to the school. (Interview, Year 3) 

The principal views the MIT as a place of safety and friendship, i.e., support-
ing relatedness: 

The sense of safety, the social cohesion, these are good conditions for 
growth for the new teachers at the school, in terms of being seen and heard. 
(Interview, Year 3) 

One intern sees the school and the MIT as an extension of her home, and ex-
presses her sense of belonging: 

The fact that the workshop is held here is another layer of my success. Be-
cause when it’s at the school it’s easier to be connected […] Sometimes I just 
stay here, catch up on things. It’s like a home for me. (Interview, Year 2) 

Participants attest to close, personal acquaintance with members of the group 
and additional staff members during activities in the workshop: 

In the meeting today there was a feeling of containing. Everyone who 
wanted to, had an opportunity to speak and share, and the things that were 
brought in were interesting. I liked the personal conversations that took 
place in the meetings. (Interview, new teacher, Year 3) 

The workshop supported sense of competence: 

The MIT workshop gave me a range of solutions to a lot of difficulties that 
popped up along the way. Every Tuesday afternoon I had an opportunity to 
disconnect from all the things preoccupying me, open up my little Pando-
ra’s box, and contend with things that get in the way of fulfilling my role as 
a teacher. (Interview, intern, Year 3) 

As part of the MIT’s outlook and principles, the syllabus was dynamic and 
flexible, and reflected the workshop participants’ involvement. Many of the 
meetings resulted from the participants’ requests, e.g., holding a meeting in a 
café that was planned by two teachers, and all the participants reported that it 
was meaningful for them. A new teacher related: 

One particular meeting was held at my initiative. A decision was made to 
hold a meeting off school grounds. The planning and organization were 
done by my group, and it was a fun, social, group-building meeting, and a 
great success. (Interview, Year 2) 

Autonomy-supportive processes encouraged the participants to examine 
themselves in an exploration process, and indicate identity construction, as ex-
pressed in the participants’ reflective journals during Year 2. 
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In the second part we discussed with experienced teachers the values we 
incorporate into teaching. It was interesting to discover my own answers to 
these questions, since this is something I haven’t necessarily thought about. 
Also, hearing personal views and experiences of people with extensive expe-
rience in teaching definitely shed a different, encouraging light on the expe-
riences I’m contending with. (New teacher) 
Personally, I felt that the workshop in which we used photography tech-
niques made it possible for me to find a place to express my feelings, which 
wasn’t always easy, and to find a balance between what’s in the past and 
what can still continue. (New teacher) 

The processes of identity construction projected onto the participants’ teach-
ing and their desire to remain at the school. Sense of autonomy enables the 
teachers to face the challenges of teaching, as expressed by interns in Year 3 
(reflective journals): 

Most important of all are the main insights I gained from the workshop 
when the facilitator referred to emotional activity […] I noticed differences 
of opinion in the group regarding the question: “How do I take this activity 
for myself as a teacher?” I was amazed to see the full participation of eve-
ryone present […] I learned and understood that as a teacher I first have to 
get to know the students. 

Theme 4: Sense of need satisfaction in relation to the school and teaching 
Following their internship year, the new teachers describe intensive, ongoing 

activity, accompanied by a sense of overload and extreme changes in emotional 
experience, which are influenced by events in the classroom. A new teacher used 
“marathon” as a metaphor to describe the experience of overload and being in a 
constant race: 

Maybe a rollercoaster, maybe a marathon, the racing, that is, I felt like I 
didn’t have a life. Everything revolves around the role of homeroom teach-
er: get through the material, manage to update, be prepared for lessons, be 
with the students, solve discipline problems, keep in touch with parents. It’s 
a train and you don’t know when you arrive, when it ends, where to? (In-
terview, Year 1) 

At the same time, it appears that the school provided the BTs with an envi-
ronment that enables them to experience the process, even if it is difficult and 
challenging, as a growth-promoting process. Sense of need satisfaction was ex-
perienced through contact with administrators and experienced teachers. The 
main need referred to in greater detail by the participants is the need for rela-
tedness. They use terms such as “fraternity”, “joy of togetherness”, and “peer 
group”. For example, new teachers write in their reflective journals in Year 2: 

Thanks to the workshop I got to know teachers from different disciplines. 
As new teachers, when we meet at school, we always talk about our expe-

https://doi.org/10.4236/ce.2021.1211198


H. Kaplan et al. 
 

 

DOI: 10.4236/ce.2021.1211198 2673 Creative Education 
 

riences. The feeling of a “fraternity of beginning teachers” is very comfort-
ing, we’re all undergoing the same experiences. The MIT helps me form 
connections with the staff, and my sense of relatedness to the students is 
growing. 

The absorption coordinator refers to the teachers’ sense of belonging from her 
perspective: 

The chances of someone extending a warm welcome to a teacher in the 
morning was next to zero, I don’t think anyone took the time. Following 
the MIT, I see their joy of togetherness in the group. (Interview, Year 2) 

An environment characterized by support was established at the school. The 
teachers feel they are in a safe place where they can sound their voice: 

“Incubator” is undoubtedly the right word for the workshop. From the very 
beginning I felt comfortable speaking openly about things that bother me. 
For me, the incubator created a support group. (Interview, intern, Year 2) 

Satisfaction of the teachers’ need for competence is evidenced in their partici-
pation in a day of special activities at the school, in which they mentored expe-
rienced teachers on pedagogical innovation. The absorption coordinator de-
scribed this process: 

Teachers in their second year in the MIT participated as instructors of ex-
perienced teachers, and presented ICT pedagogy. Growth of the new teach-
ers’ competence and autonomy is evident in this event since it is they who 
chose to do it. It wasn’t compulsory or part of their job. (Interview, Year 2) 

Sense of autonomy also gained significant expression in processes associated 
with choosing and executing initiatives, as demonstrated in the next theme. 

Theme 5: The BT’s initiatives as a means of supporting psychological 
needs 

Over the years, the BTs initiated and led diverse social and educational 
projects. In Year 1, they initiated a website on absorption. From Year 2 onward, 
they initiated more than ten initiatives, for example: a sign language course for 
teachers, designing a school shirt, “I want to share my historical personal story 
with you” – building a bank of experienced teachers’ personal stories that inter-
sect with Israel’s history, developing a community garden, and more. The initia-
tives were presented to the school’s administration and teachers, and were 
adopted by additional teachers (information based on meeting minutes). The in-
itiatives supported the BTs’ psychological needs, as evidenced by their descrip-
tions: 

I really enjoyed promoting this initiative. It’s something that’s in my blood. 
I love everything associated with sign language, and really enjoy sharing my 
knowledge with others. (Interview, intern, Year 2) 
The meeting with the school’s extended administrative staff, where I pre-
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sented my initiative, was meaningful. I really enjoyed initiating something 
during the year that’s so meaningful for me, “Pedagogical Islands” is an 
amazing project that was created in the MIT, and led many students to-
wards collaborative learning and making new friends, and significant im-
provement in their scholastic achievements. (Interview, intern, Year 2) 

The participants attest that the initiatives strengthened their sense of related-
ness and competence, as well as their positioning at the school: 

I feel that being a teacher who initiates strengthens our sense of belonging, 
sense of competence (which builds up with the experiences we have and the 
challenges we face when we begin teaching), and it also strengthens our 
standing alongside the experienced teachers at the school. (Interview, new 
teacher, Year 3) 

An intern describes the process, which she experienced as a process of growth: 

For me, the process was like a baby who’s learning to walk, discovering his 
first steps, a bit wobbly and unsure at first, at times hesitant, holding onto 
objects around him, then letting go, and finally walking on his own. He 
might fall, bump into things, cry, but in the end he’ll succeed on his own 
and by himself. (Interview, Year 2) 

An intern who developed a unique initiative for dialogue between herself and 
her students, expresses the experience of need satisfaction. She chose an initia-
tive that suited her educational outlook, she felt that her voice was being heard 
(sense of autonomy), the success of the initiative strengthened her sense of 
competence, and its dissemination at the school strengthened her connection 
with the entire staff: 

My choice really suits a humanistic educational approach, and emphasizes 
dialogue-based human connections […] The possibility to promote subjects 
that are important to me, and the fact that the initiative exceeded expecta-
tions, strengthened my sense of competence. Also, the school encouraged 
me to share the initiative and disseminate it to the other classes. The sup-
port strengthened my sense of relatedness, and made me feel that my voice 
is being heard at the school. (Interview, Year 2) 

The absorption coordinator presents her outlook regarding the BTs’ initiatives: 

The initiatives empower the teachers, and enable them to express their un-
iqueness. The main idea is to give them a platform for autonomous action 
that will elevate their sense of competence and their place at the school […] 
The initiatives were authentic, and enabled the new teachers to take cen-
terstage as leaders. (Interview, Year 3) 

Theme 6: Mentoring supporting the needs of BTs and experienced teach-
ers alike 

The findings indicate that mentoring is a significant element of support. The 
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interns and new teachers express a sense of need satisfaction The mentors report 
on the contribution of mentoring to their own professional development. The 
teachers use various metaphors to describe the mentor’s role: attentive ear, 
mother, guide, shoulder to lean on, compass, big brother. Mentoring helps them 
professionally, e.g., knowledge enrichment, support for teaching skills, contend-
ing with classroom management, providing feedback, and acquaintance with the 
school’s structure and routines (competence support). The mentors are availa-
ble, they express concern, care, and provide emotional support (relatedness 
support). 

Being supported by my mentor is the main thing that helped my absorp-
tion. She showed me the place, explained, and mediated between me and 
the staff. (Interview, intern, Year 2) 
A teacher-mentor supports a new teacher professionally and socially, and 
provides a response to the new teacher’s everyday needs. The mentor also 
helps the intern to assimilate the school’s educational outlook, and to clarify 
work procedures at the school. (Interview, mentor, Year 2) 

One intern describes her mentor as a mother, and expresses her sense of rela-
tedness with reference to mentoring: 

My mentor is like a mother, which is amazing, great, comforting, full of 
hope, lots of confidence […] It gives you a lot of strength, the first year is 
considered the most difficult, so it’s amazing. (Interview, Year 1) 

The process of competence support is carried out concurrently with related-
ness support and forming profound connections: 

Whenever I have a problem, she’s there … she’s a guide […] I can always 
turn to her, ask about lesson plans, how to improve, how to fix […] When 
I’m having a hard time, I cry and go to her, or when I’m happy I share it 
with her. I think she also puts a lot into it. She wants me to succeed. She 
gives me tips that aren’t only connected to the job itself, but how things are 
done here: how to deal with teachers, the staff (Interview, intern, Year 2) 

The mentoring is also characterized by autonomy support: providing choice, 
authentic dialogue, free expression of ideas and feelings that enable BTs to lead 
themselves autonomously, as expressed by mentors and interns alike: 

My mentor gives me a platform to show and express myself, she enables 
and creates opportunities for me to excel and express my ideas. A deep 
connection was formed between us, which is expressed beyond our formal 
meetings. (Interview, intern, Year 3) 
He doesn’t press, he doesn’t suffocate me. When I need to, I know I can 
turn to him. He’s really supportive, he gives me independence. And he 
trusts me. “Build whatever tests you want, whichever way you deem fit”. 
(Interview, intern, Year 3) 
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The reciprocal relationship between mentors and mentees is also expressed in 
the mentors’ sense of need satisfaction, and their sense of mission. This attests to 
autonomous motivation for mentoring. At the end of the year in the mentor 
course, the mentors wrote: “It was meaningful, I enjoyed it, and I want the 
teacher I mentored to succeed”; “I was meaningful in the teacher’s life, she suc-
ceeded – and that’s a source of great satisfaction in my view”. (Reflective journal, 
Year 3) 

The mentors express autonomous motivation for mentoring: 

From personal experience, I really believe in teacher-mentors mentoring 
interns. I felt it was a genuine mission, and performed my role with love 
and from a genuine desire to pave the way to success for the intern. I be-
lieved in my mentee’s abilities and skills to be a respected teacher, and the 
relationship between us was one of trust and mutual respect. (Interview, 
Year 3) 

The contribution of mentoring to the school was expressed by the absorption 
coordinator, who referred to enlisting the teachers for the role of mentor from 
autonomous motivation, not coercion. 

The mentor course responded to the school’s needs. It facilitated the estab-
lishment of a group of teachers who recognize the importance of mentor-
ing, and come to it from intrinsic motivation for the process. In previous 
years, enlisting teachers for mentoring roles was initiated by the school ad-
ministration, it was a role they were required to fill. In contrast, in the cur-
rent course, it was the teachers who chose to participate. (Interview, Year 4) 

6. Discussion 

The findings indicate systemic work in collaboration between the school adminis-
tration, Ministry of Education superintendent, head of the local authority’s educa-
tion department, and additional administrators. In the school’s locality, the pro-
gram was positioned as a meaningful one that contributes to quality of teaching. 

The absorption of BTs into the school has become part of school culture. The 
incorporation of absorption into the school’s existing culture is evident in the 
link found between the school’s basic premises and values, and the MIT, in the 
new common language that was established, in the congruence between the col-
lege and the theoretical outlook it led (SDT), and the school’s outlook, which 
places teacher and student autonomy at the center. Additionally, organizational 
structures promoting BT absorption were established at the school. It is evident 
that the MIT affected reciprocal relationships in the organization, and contri-
buted to improved school climate. 

The environment in the BT and mentor workshops and the school supported 
the teachers’ psychological needs. BTs and mentors express a sense of need sa-
tisfaction and positive emotions. 

An experience of optimal absorption is evident among the BTs, and of their 
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positioning as meaningful and influencing figures at the school. The findings in-
dicate that the social and educational projects initiated by the MIT participants 
contributed to the school and to the teachers themselves, and some of these in-
itiatives were assimilated into school routines. Processes of professional devel-
opment and identity construction are evident. 

6.1. The Effect of the MIT on School Climate and Culture 

The findings reinforce current knowledge concerning PLCs, and the connection 
between them and school climate and culture. Climate and culture are distinct 
concepts (Antinluoma et al., 2021). Organizational culture refers to shared vi-
sion and values, norms, collaboration, reflective dialogue, emphasis on teacher 
and student learning, and social interaction within the organization. Culture 
creates coherence, regularities, and behavior patterns, and provides a sense of 
identity (Oplatka, 2015; Teasly, 2017). School climate refers to people’s individ-
ual experiences, teachers, students, administrators, their feelings, and their atti-
tudes towards the organization. PLCs have a beneficial impact on the creation of 
a school-wide culture (Antinluoma et al., 2021; Turner et al., 2018). A positive 
climate and a positive school culture can promote the school’s development as a 
PLC. Some even view school culture as a central characteristic of a PLC 
(Antinluoma et al., 2021). 

The present study did not examine the organizational culture at the school 
prior to the start of the program. However, it appears that the school culture 
within which the MIT community operated enabled its establishment, and over 
the years congruence was found between the theoretical outlook led by the col-
lege (SDT) and the school’s outlook. The PLC became part of the existing school 
culture, but also influenced it. Thus, BT absorption became part of the school’s 
vision and values, new mechanisms and regularities were introduced (mentoring 
work practices, annual absorption model), new roles were created (leading team, 
absorption coordinator), and relationships of trust were established, as well as 
different ways of supporting BTs. The effect on the organizational culture was 
also evident in the new language that was created at the school, which was in-
fluenced by the SDT approach. Concepts such as relatedness, competence, au-
tonomy, and autonomous motivation have become part of everyday discourse at 
the school. 

The program’s contribution to school climate is evident in the sense of need 
satisfaction expressed by the BTs, both with reference to the MIT community, 
and the school. These experiences are essentially emotional, and they projected 
onto the teachers’ feelings towards the school, and their experience of the induc-
tion period. School climate was evident in the relationships between staff mem-
bers, and especially between experienced and new teachers, and in the contact 
with the principal and other administrators. The teachers express a sense of re-
latedness and identification with the school, they feel safe, express their personal 
abilities and resources, and they develop professionally. All this is possible due to 
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the school culture of supporting psychological needs, which projects onto a posi-
tive school climate, the teachers’ feelings, and their experiences at the school. 

6.2. The Importance of a Need-Supportive Environment 

The findings indicate that a psychological need-supportive environment pro-
motes optimal integration of new teachers into the school and the teaching pro-
fession. These findings are consistent with those of previous studies that ex-
amined connections between teachers’ psychological need support and a range 
of positive outcomes. Thus, for example, connections were found between need 
support and experiences of need satisfaction, and autonomous motivation for 
teaching, self-actualization, and engagement (Eyal & Roth, 2011; Kaplan et al., 
2016). The teachers’ autonomous motivation was found to be associated with 
outcomes such as greater engagement in their work (In de Wal et al., 2014), 
sense of self-actualization and reduced sense of burnout (Fernet et al., 2008), and 
students’ autonomy support (Pelletier et al., 2002; Roth et al., 2007). 

Despite the extensive data in the literature about the difficulties experienced 
by BTs, there is relatively little information about the motivational processes 
characterizing new teachers in an SDT framework (De Neve & Devos, 2017; 
Fernet et al., 2016). For example, Fernet et al. (2016) found that workload pre-
dicts controlled motivation, which in turn predicts emotional burnout. Addi-
tionally, receiving positive evaluations and opportunities to make decisions are 
associated with autonomous motivation, which in turn predicts commitment to 
work, positive relationships with students, and reduced emotional burnout. 
Other studies focused on the experience of need satisfaction among preservice 
teachers. For example, Kaplan & Madjar (2017) found that need support contri-
buted positively to need satisfaction and autonomous motivation among Jewish 
and Bedouin preservice teachers. In turn, autonomous motivation contributed 
positively to sense of self-actualization and engagement in learning. 

The above findings were obtained in quantitative studies. The present study is 
unique since it focuses on an intervention program accompanied by qualitative 
research. Together, the findings indicate the importance of a need-supportive 
environment for teachers in general, and BTs in particular. 

Incorporating the field of motivation in general, and SDT in particular, in the 
intervention, and evidence of the applicability of this theory in the accompany-
ing study, indicate a unique component of PLCs, as shown in the present article. 
The present study proposes a new, additional characteristic, namely the partici-
pants’ experience of need satisfaction and ways to support them. Examination of 
the research literature reveals that there are no studies on PLCs and SDT, and 
only a handful that address student LCs (e.g., Beachboard et al., 2011). The 
present intervention and study fill this gap in the research. 

6.3. The Importance of Support Systems for New Teachers 

The findings are consistent with those of other studies demonstrating the posi-
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tive effects of the mentoring process (Ingersoll & Strong, 2011; Richter et al., 
2013). Studies show that there can be different mentoring approaches 
(Hennissen et al., 2008). For example, Richter et al. (2013) found that mentoring 
based on the constructivist approach (which in essence characterizes SDT), as 
opposed to mentoring based on transfer of knowledge, promotes professional ef-
ficacy, teacher enthusiasm, job satisfaction, and reduced emotional exhaustion 
among new teachers. Similar results have been obtained by Burger et al. (2021). 
These studies reinforce the findings of the present study regarding the positive 
effects of mentoring that supports the teachers’ needs. 

The present study’s findings join those of previous studies indicating the im-
portance of support systems for BTs, and the range of contextual factors that 
impact their integration into teaching (Kutsyuruba et al., 2017; Mcdossi & Kap-
lan, 2019; Thomas et al., 2019). A review of new-teacher absorption programs 
(Kutsyuruba et al., 2017) found that new teachers thrive in schools whose orga-
nizational culture is typified by collaboration, and which enable sharing of ideas, 
materials, and difficulties. It is important for the new teachers’ teaching philos-
ophy to be suited to the school culture. Additional factors are fellow teachers 
who provide social support, and mentors who aid the new teachers’ acquain-
tance with the organizational culture. Thomas et al. (2019) found that collegial, 
social, and emotional support affects job satisfaction and intrinsic motivation for 
teaching. Eyal and Roth (2011) found that an autonomy-supportive manage-
ment style led to autonomous motivation, and reduced burnout among teachers 
These findings are consistent with those of the present study. 

The present study’s findings are consistent with studies indicating the positive 
contribution of new-teacher support workshops (Fresko & Nasser-Abu Alhija, 
2015; Ingersoll & Strong, 2011; Kaplan et al., 2016). In a recent study of interns 
and new teachers that supports these findings, Mcdossi & Kaplan (2019) found 
three main teacher support systems: support from the school, support from the 
mentor, and support from the college workshop facilitator. Each of these systems 
uniquely contributed to teachers’ sense of relatedness and sense of competence, 
which in turn positively predicted autonomous motivation for teaching, and ne-
gatively predicted sense of burnout. The findings indicate the importance of in-
corporating a number of support systems in new-teacher absorption programs. 

Studies demonstrate the applicability of SDT in intervention studies designed 
to foster schools as optimal environments for student learning and development 
(Su & Reeve, 2011; Assor et al., 2018), and indicate the effectiveness of interven-
tion programs that focus on autonomy-supportive teaching (Perlman, 2015; 
Reeve et al., 2004). A review of the literature reveals that studies on school inter-
vention programs, such as the present study, are few and far between. The pauc-
ity of research on interventions focusing on supporting the needs of BTs indi-
cates the importance of the present study. 

6.4. Contending with Difficulties or Experiencing Growth? 

The literature in Israel and the world presents a wealth of studies describing the 
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difficulties encountered by BTs (Kaplan, 2021a). The findings of the present 
study paint a completely different picture. Although the teachers report that 
working at the school creates an experience of overload and stress, they also ex-
perienced support from the principal and various administrators, experienced 
teachers, mentors, fellow BTs, and the workshop facilitator. In turn, this support 
creates an experience of need satisfaction. 

The intervention program discussed in this article is based on a paradigm of 
health and growth, which characterizes SDT (Deci & Vansteenkiste, 2004). This 
paradigm views the transition from the training stage to the teaching stage as a 
normative developmental transition, which can invite processes of identity con-
struction and thriving. La Guardia (2009) argues that states of change, e.g., a ca-
reer change or new workplace, can promote identity construction processes en-
tailing reintegration of values, aims, roles, relationships, and demands. For these 
processes to take place, a need-supportive environment is necessary, as found in 
the present study. The motivational processes that develop as a result of need 
support can serve as inner resilience resources that can moderate the negative 
effects that may emerge in situations of crisis or difficulty, which BTs are likely 
to encounter following the transition to the world of work (Vansteenkiste & 
Ryan, 2013). 

6.5. Limitations and Future Directions 

The present study has a number of limitations. First, it was primarily based on 
semi-structured interviews conducted at the end of the year, in which the inter-
viewees were asked to recall and describe their experiences throughout the entire 
school year. Moreover, the study is largely based on the reports of participants in 
the program, and to a lesser degree on observations. Future studies should also 
employ quantitative or mixed method research designs, which can enrich and 
reinforce the findings. 

Additionally, the study is about one school. It would be beneficial to continue 
accompanying additional schools that implement the intervention program de-
scribed in the present article, and examining whether these findings recur. In 
this respect, it is important to remember that the nature or the characteristics of 
a PLC can be affected by contextual, cultural factors (Turner et al., 2018). Thus, 
it is recommended to examine schools from various cultures, regions, and con-
texts. 

7. Conclusion 

The present study is a case study that facilitates learning about one model of a 
PLC of teachers during their induction period. The research literature indicates 
the multiple difficulties encountered by BTs. The present study introduces a 
unique support system, called Multi-Players Induction Teams, comprising in-
terns, new teachers, and mentors, as well as school administrators and policy-
makers. This is a unique SDT-based project whose results and outcomes are de-
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scribed in the article. 
The article presented the outlook and principles underpinning the interven-

tion program, and ways to support BTs. The program indicates the importance 
of a need-supportive environment for BTs and teacher-mentors alike. The find-
ings provide readers with real-life examples from which they can continue to 
learn about the importance of the intervention program and ways to implement 
it. 
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